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THE EFFECT OF THE MULTIPLE ALTERNATIVES 
PROGRAM (MAP) ON THE ATTITUDES AND 
SELF-CONCEPTS OF THE PARTICIPANTS 
Joseph W. Keilty 
University of Massachusetts, 1972 
The purpose of this study was to determine the ef¬ 
fect of an experimental graduate program on the attitudes 
and self-concepts of the participants. The experimental pro¬ 
gram (MAP) served as a means of enlarging upon the under¬ 
standing of the process of preparing elementary teachers 
with special competencies required for implementing individ¬ 
ualized instruction, 
MAP was instituted by four members of the Department 
of Elementary Education at the College of Education of the 
University of Bridgeport. Forty-four graduate students in 
elementary education participated. A control group of forty- 
eight graduate elementary education students was maintained. 
Both experimental and control groups were adminis¬ 
tered pre-tests and post-tests of various aspects of self- 
concept, attitudes toward progressivism and traditionalism, 
and attitudes toward higher education. Soares and Scares 
Self-Concept Scales for Real Self, Ideal Self, Self as a 
Teacher, and Self as Perceived by Supervisor were used to 
measure self-concept. Kerlinger's Education Scale VII was 
used for measuring progressivism and traditionalism, and the 
K-G Scale was developed to measure participants' attitudes 
toward higher education. 
2 
The self-concept instruments showed no significant 
changes between the experimental and control groups. Sim¬ 
ilarly, significant differences were not found for the pro- 
gressivism and traditionalism referents. However, the K-G 
Scale did reveal significant changes in attitudes toward 
education, with the experimental group showing gains 
in a positive direction, while the control group became more 
negative. 
CONCLUSIONS 
. The analysis of the data provided evidence for a 
number of conclusions. Of these the first is that the indi¬ 
vidual nature of the program leads to positive changes in 
attitudes toward higher education. This inference is sup¬ 
ported by the data derived from the K-G Scale for Attitudes 
Toward Higher Education (p<.0l). The researcher concludes 
that the personalized mode of instruction had a significant 
effect on the attitudes toward higher education. When con¬ 
sidering that the process and content of individualized 
learning were the primary concerns of the MAP program, the 
appreciation of the process as indicated by the data must be 
considered to be a crucial element. 
A second conclusion relates to progressivism and tra^ 
ditionalism. As no significant differences were found be¬ 
tween, or within, the control and experimental groups during 
3 
the study, the researcher concludes that it is possible to 
change attitudes toward higher education without altering 
the progressivism or traditionalism referents of partici¬ 
pants in an individualized program. Further research into 
ways of effectively changing attitudes toward progressivism 
and traditionalism after changing attitudes toward higher 
education is recommended. 
The final conclusion relates to the measures of self- 
concept taken during the study. As no significant differ¬ 
ences were found between the control and experimental groups 
in the data collected by the four self-appraisal instruments, 
it can be concluded that the MAP program was ineffective 
with regard to this aspect of the study. Because it is dif¬ 
ficult to change self-concept in adults, the short period of 
time (six months) during which the program attempted to bring 
about such changes appears to have been a critical factor. 
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CHAPTER I 
THE PROBLEM 
The purpose of this study was to determine the 
effect of an experimental graduate program on the atti¬ 
tudes and self-concepts of the participants. The Experi¬ 
mental Multiple Alternatives Program (MAP) served as a 
means of enlarging upon the understanding of the process 
of preparing the elementary teachers with special compe¬ 
tencies required for implementing individualized instruc¬ 
tion. 
MAP was instituted by four members of the Depart¬ 
ment of Elementary Education at the College of Education 
of the University of Bridgeport during the 1971-1972 aca¬ 
demic year. Forty-four volunteer graduate students in 
elementary education participated in the program. 
The Multiple Alternative Program created, imple¬ 
mented, and evaluated an individual competency based pro¬ 
gram, for the purpose of developing the professional 
skills and abilities of elementary majors enrolled in the 
master's or advanced degree program at the University of 
Bridgeport. 
1 
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Both the content and the learning process of the 
program focused on individualized teaching and learning, 
and includedi (1) the cooperative identification of each 
students' individual goals, formulated as "competencies 
to be achieved"; (2) the creation of a variety of alter¬ 
native approaches to the achievement of these competencies; 
(3) individual participation in selected alternative 
approaches; and (4) cooperative evaluation of individual 
student achievement by faculty members and students. 
Statement of the Problem 
This study was designed to evaluate the MAP pro¬ 
gram by using objective scientific procedures. In the 
words of Campbell and Stanley, objective experimentation is 
. . . the only means for settling disputes regarding 
educational practice, as the only way of verifying 
educational improvements, and as the only way of es¬ 
tablishing a cumulative tradition in which improve¬ 
ments can be introduced without the danger of fadish ^ 
discard of old wisdom in favor of inferior novelties. 
Sub Problems 
1. To select and define the experimental and control 
groups. 
2. To survey and select, or develop, instruments designed 
to measure attitudes and self-concept. 
1Donald T. Campbell and Julian C. Stanley, 
Experimental and Quasi-Experimental Designs for Research 
(Chicago: Rand-McNally and Co.,19^6). 
3 
3» determine the differences between the experimental 
and control groups. 
4. To draw conclusions and make recommendations based on 
the data collected. 
Definition of Terms 
Attitude and self-concept defined by Kerlinger and 
LaBenne and Greene were found appropriate for this study. 
An attitude. Kerlinger states» 
... is an enduring structure of descriptive and 
evaluative beliefs that predispose the individual to 
behave selectively toward the referents of the atti¬ 
tude * This definition differs from others in the 
literature in two principal ways* (a) attitudes are 
defined as sets of beliefs; and (b) the things or ob¬ 
jects toward which attitudes are directed are called 
referents.2 
In the words of LaBenne and Greene, self-concent 
... as it is generally used in the professional 
literature, is a group of feelings and cognitive pro¬ 
cesses which are inferred from observed or manifest 
behavior. By way of formal definition, self-concept 
is the person's total appraisal of his appearance, 
background and origins, abilities and resources, atti¬ 
tudes and feelings which culminate as a directing force 
in behavior.3 
For the purposes of this study individualized in¬ 
struction is defined in the broadest terms. Howes describes 
2Fred N. Kerlinger, "Social Attitudes and Their 
Criterial Referents* A Structural Theory," PhyschologicaJL 
Review. Vol. 74, No. 2. 
•^Wallace D. LaBenne and Bert I. Greene, Educational 
Implications of Self-Concept Theory, (Pacific Palisades, 
Calif.* Goodyear Pub. Co., Inc., p. 10). 
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this term when he states« 
• • • individualization of instruction is a way of 
thinking about the teaching-learning process. It is 
an attitude toward the function of the school, a 
broader way of thinking about class organization, ^ 
materials and the approach to the individual child. 
Further, the writer considers individualized instruction to 
describe a number of instructional strategies including 
personalized instruction, open education, differentiated 
instruction, informal education, adjusted instruction, and 
various forms of programmed instruction. The key elements 
which hold each of these strategies together are the role 
of the teacher and the consideration of the student as an 
individual. 
The most appropriate definition for orogressivism 
was found in Pedhazur's writings* 
. , . The cultivation of individual differences, the 
emphasis on the pupil's interests and needs, the ap¬ 
proach to value and truth through the concrete expe¬ 
rience of the individual, and an attachment to the 
democratic process and pluralistic view of society^ 
are some of the basic principles of progressivism. 
^Virgil M. Howes, Individualization of Instruction 
(New York* Macmillan Company, 1970) p. V, VI. 
^Elazar J. Pedhazur, "Pseudoprogressivism and 
Assessment of Teacher Behavior," Educational andPsycho^ 
logical Measurement. Vol. 29, (19&9) PP« 377-386. 
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Kerlinger defines traditionalism asi 
. . . discipline, subject matter, moral standards, and 
certain other referents are criterial* his educational 
attitudes cluster around them. Such referents as child 
needs, individual differences, and social learning, 
criterial to the progressive, are not usually criterial 
to the traditionalist,6 
Need For The Study 
The increased interest generated in individualized 
instruction since the publication of Silberman's7 Crisis in 
the Classroom has given rise to the number of elementary 
teachers seeking advanced professional training designed 
to prepare them for managing an "open" or other form of 
. . . 8 9 individualized classroom, Silberman, Weber, Kohl, and 
others, while extolling the virtues of open or individual¬ 
ized instruction, are careful to caution that this form of 
classroom management may not be the best mode of instruc¬ 
tion for all elementary teachers. Each of these experts 
^Fred N, Kerlinger,"Social Attitudes and Their 
Criterial Referents: A Structural Theory," Psychological 
Review, Vol, 7^» (196?) No. 2, pp, 110-122, 
^Charles E. Silberman, Crisis in the Classroom 
(New York* Random House, 1970), 
^Lillian Weber, The English Infant School and 
Informal Education (New Jersey: Prentice-Hall, Inc,, 1971). 
^Herbert R, Kohl, The Open Classroom (New York: 
Random House, Inc,, 19^9). 
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cautions that teachers* attitudes about children, teaching, 
learning, and knowledge play a critical role in launching 
a successful individualized program. 
Further evidence of the importance of attitudes 
concerning children, learning and knowledge can be found 
in an article reported by Barth10 in the October, 1971, 
issue of Phi Delta Kappan, Barth discusses the degree of 
importance he found to exist relevant to teachers' atti¬ 
tudes in the "open" classroom. He states several assump¬ 
tions with which teachers must agree before they can expect 
to gain a high measure of success in establishing an open 
classroom. Teachers' "salient attitudes" he points out, 
are of maximum importance in responding to the assumptions. 
Barth's research leads the investigator to con¬ 
clude that a program designed to report on special compe¬ 
tencies to accommodate individualized instruction must 
concern itself with affecting the attitudes and self- 
concept of its participants. It is for this reason that 
the research undertaken in the MAP program was primarily 
concerned with changes in attitudes and self-concept among 
the participants. 
10Roland S. Barth, "Open Education" Unpublished 
Doctoral Dissertation, Harvard University School of 
Education, 1970. 
7 
Moreover in Bloom's words» 
... If the schools are to provide successful and 
satisfying learning experiences . . . major changes 
must take place in the attitudes of students, teachers. 
and administrators: changes must also take place in 
the teaching strategies and in the role of evaluation.1 11 
Delimitations 
The investigator was concerned with the evaluation 
of attitudes and self-concept. No attempt was made to 
evaluate the teaching competencies of the participants. 
The decision to evaluate attitudes and self-concepts was 
made because preliminary reading of the available litera¬ 
ture gave strong indication that attitude and self-concept 
changes were necessary before a successful individual 
learning program could be developed. 
1Benjamin S. Bloom. Learning for Mastery, (now 
published under "Handbook of Formative and Summative 
Evaluation of Student Learning"), Bloom/Hastings/Madaus, 
(McGraw-Hill). 
CHAPTER II 
REVIEW OF THE LITERATURE 
The need for change in the preparation of teachers 
for today's schools is written about with increasing fre¬ 
quency each passing day. Among the critics of the educa¬ 
tion establishment, Charles E. Silberman has been most 
often referred to by both educators and the lay public. 
His Crisis in the Classroom^ has served as a catalytic 
agent for change strategies since its publication in 1970. 
Silberman in writing the forward to his book states* 
The crisis in the classroom—the public school 
classroom, the college classroom, the national 
'classroom' created by the mass media and by the 
operation of the American political system is both 
a reflection of, and a contributor to, the larger 
crisis of American society. It cannot be solved 
unless all who have a stake in the remaking of 
American education—teachers and students, school 
board members and taxpayers, public officials and 
civic leaders, newspaper and magazine editors and 
readers, television directors and viewers, parents 
and children are alerted to what is wrong and what 
needs to be done.1 2 
1Charles E. Silberman, Crisis in the Classroom 
(New York* Random House, 1970). 
2Ibid. 
8 
9 
In the first two sections of the book Silberman 
makes a case for what is wrong with education. He points 
a "grim, joyless" scenario of schools, teachers, and insti¬ 
tutions which prepare teachers. In addition he attacks 
teacher certification and bureaucratic policies related to 
the credentialing process. In the third segment of his 
report he begins to suggest strategies for change. It is 
in this context that the American public is first exposed 
to what will soon become a popular topic for discussion 
both inside and outside the education establishment, "Open 
Education." This new form of individualizing and human¬ 
izing education is portrayed by Silberman as a possible 
answer to education's ills. Since the publication of 
Crisis in the Classroom more than 150 school systems across 
the country have begun experimenting with various British 
and American forms of "open education." In attempting to 
explain the basic difference between the method approach 
employed so often in this country and the principles of 
open education in Britain, Silberman says* 
Indeed, the 'free day,' or 'informal education,' 
to use a more inclusive term, is less an approach or 
method than a set of shared attitudes and convictions 
about the nature of childhood, learning, and school¬ 
ing.^ 
3Ibid. p. 208. 
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After analyzing Crisis in the Classroom the writer 
formulated the concept that a program designed to inform 
on competencies needed to be successful in individualizing 
instruction must first attend to the change of attitudes 
on the part of the participants. For this reason a careful 
search of the literature of open education and individ¬ 
ualized instruction was undertaken. Two documents of 
major importance in the literature of education were 
singled out to have particular significance. The first 
was a doctoral dissertation done at Harvard University in 
k 
1970 by Roland Barth, the second was Lillian Weber's pub¬ 
lication of the The English Infant School and Informal 
Education.^ 
Barth's research was first reported in October, 
1971, by the Phi Delta Kappan.^ The article dealt with 
the use of an instrument which focused on teacher's atti¬ 
tudes toward the underlying assumptions of open education. 
In the article Barth discusses the degree of importance he 
^Roland S. Barth, "Open Education," Unpublished 
Doctoral Dissertation, Harvard University School of Edu¬ 
cation, 1970. 
^Lillian Weber, The English Infant School and 
Informal Education (New Jersey* Prentice-Hall, Inc.,1971). 
^Roland S. Barth, Phi Delta Kaooan Journal, "So 
You Want to Change to an Open Classroom," Vol. Sill, 
October, 1971» P» 97. 
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found to exist relevant to teachers' attitudes in the 
open classroom. He credits both American and British 
educators, as well as Plowden, Hadow, Nuffield, Nathan 
Issacs and Susan Issacs,^ for help in generating a list of 
twenty-eight assumptions about children and learning to 
which prospective teachers are to respond by agreeing or 
disagreeing. Teachers who agree with the assumptions are 
said to have the proper attitudes toward learning and 
children, and consequently are reported to be ready to 
teach in an open setting. After studying Barth's research 
this writer concluded that any program in teacher educa¬ 
tion designed to report on the competencies for individ¬ 
ualizing instruction must first attempt to bring about 
attitudinal changes on the part of the participants. 
Lillian Weber's The English Infant School and 
Informal Education represents the product of more than 
three years of research and observation of open classrooms 
in Britain, After a detailed explanation of the practice 
^Lady Plowden, Chairman, Children and Their. 
Primary Schools, a Report of Central Advisory Council for 
Education, Vol, I (New Yorki British Information Services, 
1967)5 Hadow Report. Report of Consultative Committee of 
Board of Education on Infant and Nursery Schools (London* 
HMSO, 1933)i Nuffield Report. Mathematics Project (New 
Yorki John Wiley and Sons, 1970); Susan Isaacs, Childhood 
and After ( New Yorki Agathon Press, Inc., 1970); Nathan 
Isaacs, Early Scientific Trends in Children (London 1 
National Froebel Foundations, 1958). 
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and theory of informal education, Weber turns her attention 
to the implications of individualizing learning in America. 
The tone of her work calls for change in America to what she 
has seen work in Britain. She does not suggest that a model 
be developed, but that a new climate be created toward 
learning and the learner. She strongly suggests that the 
attitudes of teachers, administrators and the public need 
to be changed if the individual is to be considered as an 
individual. In summarizing her thoughts she states» 
On the other hand, despite the mood of 'impasse' 
and the reality of a 'bureaucracy' that limits change 
to possibility, not probability, the old attitude of 
accepting and adopting to the system is passing. Our 
'standardization,' if it ever existed, is cracking. 
Fissures appear in what has seemed so solid. New 
shapes and new configurations are becoming possible. 
Supported by new research on classroom organization, 
on ways of creating a 'climate' of learning, more call 
is being made for general reconstruction of the school. 
There is renewed encouragement to try out many new 
things, to break through 'administrative stranglehold' 
and 'lockstep.’ The new possibilities and relation¬ 
ships unfolding within a still unchanged structure 
encourage a new attitude. No longer masked by accept¬ 
ance of the unchanged context, the new possibilities 
are beginning to be explored for even newer possibil¬ 
ities. All sorts of experiments, local and national, 
are going on.° 
In reflecting on the charge that Weber, Silberman, 
and others level at the education establishment in their 
^Lillian Weber, The English Infant School and 
Informal Education (Englewood Cliffs, N.J.i Prentice-Hall, 
Inc., 1971) P. 245. 
13 
search to individualize and humanize education, a number of 
serious questions need to be asked. Where do educators 
start? When? Under what circumstances? What emerging 
roles need be filled? Where do institutions of higher 
education fit in? Is it too late to begin? 
In an attempt to answer the myriad of questions 
concerning the role of the teacher, pupil, and college 
training programs in individualized instruction Virgil 
Howes says« 
Answers are varied because individualization of 
instruction is a way of thinking about the teaching- 
learning process. It is an attitude toward the func¬ 
tion of the school, a broader way of thinking about 
class organization, materials, and the approach to 
the individual child. It demands a new conception of 
a curriculum.9 
Howes places a major responsibility squarely on 
the shoulders of the teacher when he states* 
The movement from a group-oriented, teacher- 
directed, instructional strategy to an individualized- 
personalized strategy is a fundamental redesigning of 
numerous components of the instructional process. Im¬ 
plementation in the classroom will vary according to 
the perceptions teachers have of the concept.1° 
A systematic survey of the literature regarding 
teacher preparation for individualized instruction revealed 
^Virgil M. Howes, Individualization of Instruction 
(New York* MacMillan Co., 1970), V. 
1QIbid. 
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a seri°us void in the educational, and to some extent, 
psychological research in this critical field. 
Although a careful study of dissertation abstracts 
yielded several studies which pertained to teacher attitude 
changes, relatively little data was found which bore 
directly upon the attitudes of teachers who were being 
specifically prepared for individualized teaching. The 
search, however, did lead back to a dissertation which was 
reported earlier in this chapter—the work of Roland S. 
Barth. 
Barth's research led this writer to conclude that 
there was a difference between the attitudes of tradition¬ 
ally trained teachers and successful teachers in the open 
classroom. This appeared to be true even though successful 
teachers in the open classroom were trained in a traditional 
mode. Teachers, the investigator concludes, are capable of 
changing attitudes, ideals, and behaviors. Barth implies 
that the principal, through providing in-service training 
for his staff, brings about the desired changes in the 
attitudes and performance of his staff.1"1 
Though it is difficult to disagree with the idea 
that the principal should provide in-service training, 
there are alternative modes for retraining teachers. The 
11 Barth, "Open Education." 
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most up-to-date document to be published regarding open 
education in Britain, The Lord James Report,supports 
Barth's idea, but goes further by stating* 
In-service training should begin in the schools. 
It is here that learning and teaching take place, 
curricula and techniques are developed and needs and 
deficiencies revealed. Every school should regard 
the continued training of its teachers as an essential 
part of its task, for which all members of staff share 
responsibility. An active school is constantly re¬ 
viewing and reassessing its effectiveness, and is 
ready to consider new methods, new forms of organiza¬ 
tion and new ways of dealing with the problems that 
arise. It will set aside time to explore these ques¬ 
tions, as far as it can within its own resources, by 
arranging for discussion, study, seminars with visiting 
tutors and visits to other institutions. It will also 
give time and attention to the introduction of new 
members of staff, not only those in their first year 
of teaching but all those who are new to the school. 
Heads of schools, heads of departments and other 
senior teachers should be especially concerned to 
assess the needs both of their schools and of teachers 
on their staff and to encourage teachers to take the 
opportunities offered outside the school for in-service 
education and training, whether these involve part- 
time day release, attendance at full-time courses or 
ation in vacation, week-end or evening activ- 
Participants in a doctoral study conducted at the 
14 
University of Connecticut by Carl H, Hempel appear to 
concur with the Lord James Report in viewing in-service 
12Lord James Report, Chairman, Teacher Training 
Inquiry (London* HMSO, 1972). 
1-^Ibid. pp. 11» 12. 
■^Carl H. Hempel, "Attitudes of a Selected Group ^ 
of Elementary School Teachers Toward In-Service Education 
Unpublished Doctoral Dissertation, School of Education, 
University of Connecticut, i960. 
16 
education as coming from the outside, e.g., a graduate 
school, as well as from within the school. Their first 
choice for training was graduate study leading to a degree, 
and their last choice was local in-service. 
Further support for the concept of providing new 
competencies and changing attitudes is found in the 6lst 
Yearbook of the National Society for the Study of Educa¬ 
tion* 
The job of teacher preparation, then, must be 
centered on developing individual teachers who have 
competence in setting the stage for learning and di¬ 
recting the learning drama in such a way that each 
participant may plan his role so as to realize optimum 
success for himself and for his fellow actors, indi¬ 
vidually and as a company. 
Focusing attention on the competencies to be de¬ 
veloped in individual teachers is sure to divert our 
attention from stereotyped procedures and rigid speci¬ 
fications of content and methods, for high on the pri¬ 
ority list of competencies must be adaptability to a 
variety of human beings, living in a changing world. 
More help will be derived from consideration of some 
major emphasis on teacher education rather than of spe¬ 
cifics which must vary from one situation to another,^5 
In the same chapter Swenson explains the tie between 
self-concept, human behavior, and teaching by stating* 
Current professional literature in psychology and 
education includes frequent references to the "self- 
concept" and its importance in determining or, at 
least, affecting human behavior. Teachers and prospec¬ 
tive teachers need to be familiar with this idea and 
with its implications for teaching.16 
1^6lst Yearbook of the National Society for the 
Study of Education, (Chicago* 1962), p. 288. 
l6Ibid., p. 295. 
17 
An August, 1970, report analyzing approaches to open 
education done by Educational Testing Service17 points to 
the self-image of teachers as being of particular importance. 
In this report Anne Bussis and Edward A. Chittenden when 
discussing the dimensions of viewing and evaluating an open 
classroom state* 
For many American elementary school teachers 
this can require a shift from subprofessional status 
and self-image to a more professional view of her 
role. (It is interesting to speculate that British 
teachers, with a stronger professional tradition, find 
less discomfort with the active image; possibly, for 
them the infant school movement has meant discovering 
the child—or moving from the lower right to the upper 
right quadrant.) In any case, such observations and 
hypotheses are questions which could be submitted to 
further research.-1-8 
An understanding of the figure referred to in the 
previous quote is a key to understanding the ideas presented. 
19 The reader's attention is drawn to Figure 1. 
17Educational Testing Service, Princeton, N.J., 
August, 1970. 
l8Anne Bussis and Edward A. Chittenden, "Analysis 
of an Approach to Open Education," Educational Testing 
Service, August, 1970, Princeton, New Jersey. 
19Ibid. 
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In the Seventh Chapter of their report Bussis and 
20 
Chittenden’s discussion of the implications of their re¬ 
search for evaluation and future research also refers to 
21 
Barth's dissertation. Their conclusions appear to lend 
credence to earlier statements by this researcheri 
A second kind of necessary instrumentation is 
the development of procedures for describing how 
the teacher views her own role and how she regards 
children's learning. An interesting start in this 
direction has been made by Barth (1969) who constructed 
a Linkert-type attitude scale for rating extent of 
agreement with 28 stated assumptions about learning 
and knowledge. These assumptions were derived from 
Barth's own examination of open education and they 
are assumptions which the EDC advisors, for the most 
part, find themselves in agreement with. Such an in¬ 
strument might prove sensitive to the teacher's ideas 
concerning children, which constitutes part of her 
"internal frame of reference." Since Barth's scale 
is oriented only toward the child, a parallel scale 
would need to be constructed which seeks information 
on the teacher's perception of her own role.22 
This researcher is in agreement with the assumptions 
that the teacher's perception of himself is crucial to at¬ 
taining success in the classroom. The careful study of the 
literature confirmed this fact. A host of noted authorities 
20ibid. 
21Barth, "Open Education." 
22Bussis and Chittenden, "Analysis of an Approach 
to Open Education," pp. 63-64. 
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including Coopersmith, LaBenne and Greene, and Purkey,25 
give credence to this position in their research. Perhaps 
the most poignant statement in this regard, however, was 
found in Purkey's worki 
A basic assumption of the theory of the self concept 
is that we behave according to our beliefs. If this 
assumption is true, then it follows that the teacher's 
beliefs about himself and his students are crucial 
factors in determining his effectiveness in the class¬ 
room. Available evidence (Combs, 1969) indicates that 
the teacher's attitudes toward himself and others are 
as important, if not more so, than his techniques, 
practices, or materials. In fact, there do not seem to 
be any techniques which are always associated with 
people who are effective in the helping relationship.* 2^ 
Noted educators and psychologists leave little doubt 
that attitudes about self and others are of the utmost im¬ 
portance in dealing with individuals in a successful manner. 
Programs which call for curriculum change and consequently 
changes in the behaviors of teachers must then take into ac¬ 
count the attitudes of the teacher as a first step. Any 
graduate education program which does not effect an attitude 
change in the participants in concert with the aims of the 
^Stanley Coopersmith, The Antecedents of Self- 
Esteem (San Francisco, Californiai W. H. Freeman and Co., 
I967)j Wallace D. LaBenne and Bert I. Greene, Educational 
Implications of Self-Concept Theory (Pacific Palisades, 
Calif.1 Goodyear Publishing Co., Inc., 1969); William W. 
Purkey, Self Concept and School Achievement (Englewood 
Cliffs, n7j7"» Prentice-Hall, Inc., 1970)• 
2\illiam W. Purkey, Self Concept and School 
Achievement (Englewood Cliffs, N,J.i Prentice-Hall, Inc,, 
1970) p. 45. 
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program will enjoy only limited success. On this point the 
investigator believes that Kingsley and Garry best sum up 
the beliefs discussed thus far in this chapter when they 
statei 
Among the various tendencies and predispositions 
which are acquired and modified by learning, none is 
more important to individual and social welfare than 
attitudes and ideals. These determiners of activity 
are important because of the broad scope of their 
potent influence. They extend beyond the range of 
habit and they govern the use of knowledge. Their 
development is more difficult to manage and to ap¬ 
praise than is the development of skills and knowledge, 
but it is equally essential for the full and wholesome 
education of the individual. 
^Howard L. Kingsley and Ralph Garry, The Nature 
and Conditions of Learning (Englewood Cliffs, N.J.i 
Prentice-Hall, Inc., 1957) P» *71• 
CHAPTER III 
METHOD 
This study is concerned with the attitudes and 
self-concepts of graduate education students in an experi¬ 
mental program designed to report on special competencies 
for individualized instruction. Specifically, the atti¬ 
tudes of greatest concern are those of progressivism, 
traditionalism, and attitudes toward higher education. The 
major interest with respect to self-concept is how people 
view themselves as teachers and persons. 
Selection of Instruments 
In 1958 a promising instrument was developed by 
Fred Kerlinger to measure attitudes toward progressivism 
and traditionalism. 
Starting with the development of Education Scale I 
(ES-I) and Education Scale II (ES-II) Kerlinger continued 
his research until 1968 when he developed Education Scale 
VI (ES-VI) and Education Scale VII (ES-VII). Education 
Scales I and II served to identify progressivism and tra¬ 
ditionalism as independent factors of educational atti¬ 
tudes. The success of ES-I and ES-II led Kerlinger to 
22 
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develop ES-VI and ES-VII almost ten years later. ES-VII is 
a Likert-type scale which measures two dimensions toward 
education, progressivism, and traditionalism. As stated in 
an ASCD publication! 
. . . It is appropriate for graduate students and 
fairly well-educated adults.' This scale and several 
others were used in a set of studies which investigated 
the relations between attitudes toward education and 
perceptions or judgments of desirable traits of 
teachers. 
This scale has been found factorially valid and 
reasonably reliable. The authors recommend the use of 
ES-VII where measures of progressivism and traditional¬ 
ism are desired unless very high reliability is manda¬ 
tory. In the latter case the longer form, ES-VI, should 
be used.l 
A copy of Kerlinger's ES-VII may be found in Appen¬ 
dix C. 
The slection of proper instruments to measure 
various aspects of self-concept led to the decision to use 
a combination of self-concept scales developed by Soares 
and Soares. Their Soares and Soares Self-Perception Inven¬ 
tories contained the items appropriate to the study. Among 
others, they have developed scales to measure self as a 
teacher, the real self-concept, the ideal self-concept, and 
self as perceived by the teaching supervisor. Each is a 
1mImproving Educational Assessment and an Inventory 
of Measures of Affective Behavior", ASCD, 19^9. Washington, 
D. C.j NEA. 
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semantic differential on a four-point graphic scale, 
standardized and quantified for measuring various con¬ 
cepts for the individual. 
A reliability of .80 was established using test- 
retest techniques at a three-week interval. Validity was 
established by correlating with the Coopersmith Self- 
Esteem Inventory. The validity was reported to be .68.2 
The stated concern of the research for measuring 
attitudes of the MAP participants toward higher education 
led the writer to a search of the literature for an appro¬ 
priate instrument to report on this aspect of the study. 
An unsuccessful search for such an instrument precipated 
the construction of an appropriate scale. This scale.shall 
be referred to as the Keilty-Greene Scale for Attitudes 
. 3 
Toward Higher Ecucation. 
Subjects 
The forty-four participants in the experimental 
program were recruited from the graduate student popula 
tion of the University of Bridgeport, as well as the 
greater Bridgeport area. The only qualifications which 
2Soares and Soares, Scoring Manual Self-Concept. 
Scale, University of Bridgeport, Bridgeport, Connecticut, 
imr 
3Keilty-Greene Scale, Attitudes Toward Higher 
Education, Bridgeport, Connecticut! (University of Bridge¬ 
port, 1971)• 
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the volunteers had were those imposed by the University of 
Bridgeport for all of its graduate students. Prospective 
participants were interested in participation on the basis 
of reading advance literature concerning the experimental 
program. 
In order to provide an appropriate means of com¬ 
parison, a randomly selected control group of forty-eight 
students was maintained. These students were enrolled in 
regular graduate classes in elementary education at the 
University of Bridgeport. 
Additionally it must be noted that the Developmental 
Form of the Keilty-Greene Scale was administered to sixty- 
seven subjects, representative of subjects to be used in 
the study. None, however, was a member of the experimental 
or control groups. 
Data Collection Procedure 
All MAP participants were pre-tested for attitudes 
and self-concept prior to the start of the program early 
in October. At this time the control group was pre-tested 
with the same instruments. Post-tests were administered 
to both groups early in April. The same tests were employed 
for both groups. 
For the purpose of developing the Keilty-Greene 
Scale sixty-seven subjects, each of whom was an elementary 
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education graduate student, were used. In early September 
of 1971, this group was administered the Developmental Form 
(See Appendix A.) of the scale. 
Statistical Analysis 
The original source of items for the Keilty-Greene 
Scale was lists of ten positive and negative statements 
solicited from five professors in the field of graduate 
elementary education. Both positive and negative items 
were included to reduce response set. From these statements 
a developmental form was devised. 
An item analysis of the developmental form followed 
using these guidelinesi 
a. The item pool was initially analyzed on the 
basis of the preliminary administration of 
the instrument as well as a subjective eval¬ 
uation of individual items regarding ambiguity. 
b. Discrimination index: if more than 80$ of 
the subjects responded to an item in the same 
category the item was deleted. 
c. Direction of discrimination* correlation co¬ 
efficient between each item and total score 
was generated. Items which did not correlate 
significantly (.33) were eliminated (Refer¬ 
ence: See Table I.). 
The first null hypothesis tested at the .05 level 
of significance was that there was no significant difference 
between the experimental and control groups in self-concept. 
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The second null hypothesis tested at the .05 level 
of significance was that there was no significant difference 
between the experimental and control groups in attitudes. 
Because the MAP participants were volunteers* pre¬ 
existing differences between the experimental and control 
groups were a major concern. Hence, the following variables 
were considered! 
a. Years of teaching experience. 
b. Certification Status. 
c. Sex. 
d. Age, 
e. Graduate courses completed (number). 
These variables and the pre-tests constituted a set 
of possible covariates. Multiples regression procedures 
were employed to determine if the covariates were statisti¬ 
cally meaningful. 
Depending on the results of the above analyses, 
analysis of variance/covariance procedures were utilized to 
test the corresponding null hypothesis of no difference be¬ 
tween the groups at the .05 level of significance for each 
dependent variable. 
CHAPTER IV 
RESULTS AND INTERPRETATION 
This chapter is logically divided into four dis¬ 
tinct sections. The first section deals with instrument 
development, the second with covariate determination, the 
third with the results of the pre-test and post-test, and 
the fourth with interpretation of the findings. 
Instrument Development 
To better understand the development of the Keilty- 
Greene Scale, Attitudes Toward Higher Education, the reader's 
attention is drawn to the fact that a fifty item develop¬ 
mental form (Found in Appendix A.) was used to derive the 
resulting twenty-five item scale. (See Appendix B. ) 
Table 1 pictures the results of the statistical 
analysis and the corresponding item status. Examination of 
the table reveals that five items were eliminated because 
of ambiguity, eighteen as a result of failing to discrim¬ 
inate significantly in the appropriate direction as indi¬ 
cated by correlation with total score, and two on a "ran¬ 
dom basis". 
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A split half (odd-even) reliability of .8? (Spearman- 
Brown correction to .93) was obtained for the developmental 
form. Correlations of .88 and .94 were obtained for a simi¬ 
lar split-half reliability and Spearman-Brown correction, 
respectively, for both the pre-test and post-test adminis¬ 
tration of the final form. Correlations may be viewed as 
measures of internal consistency with regard to the content 
sampling of the instrument. Thus, the test items are homo¬ 
geneous. 
The test-retest reliability for eighty-six subjects 
over a period of six months was found to be .60. 
Covariate Determination 
The results of the multiple regression analyses for 
the covariate determination are present in Table 2, For 
each dependent variable, the pre-test was statistically 
selected as the best predictor or covariate. As may be seen 
by examining the ^£“^1 and "the ^6”^1 differences, additional 
covariates did not appreciably offer greater prediction 
power. Consequently, it was deemed that only the pre-test 
would serve as a covariate. Further, no other independent 
variables generally appeared as prominent predictions. 
Although may also be viewed as a test-retest 
reliability, it should be recognized that the five self- 
concept measures were relatively unreliable. 
30 
TABLE 1 
ANALYSIS OF DEVELOPMENTAL FORMi 
ATTITUDE TOWARD HIGHER EDUCATION SCALE 
N=67 
Decision/action code* 1 - retain 
2 - delete, item is ambiguous as stated 
3 - delete, poor discrimination 
4 - delete, low correlation with 
total score 
5 - delete, on random basis to obtain 
desired number of items 
em #1 
r with 
total score* 
frequency 
SD D 
of response 
N A 
option 
SA 
decision/ 
action 
1 .14 2 2 28 4 11 4 
2 .60** 10 27 11 17 2 1 
3 .44** 4 9 19 18 7 1 
4 .63** 7 10 18 16 16 1 
5 .63** 6 6 14 29 12 1 
6 • 59** 3 6 27 23 8 1 
7 .50** 15 26 16 7 3 1 
8 .78** 3 4 7 40 13 1 
9 .31** 18 23 22 3 1 4 
10 .52** 33 22 3 5 4 1 
11 .50** 30 23 7 5 1 1 
12 .51** 29 21 6 6 5 1 
13 .60** 3 9 15 
26 14 1 
14 .56** 3 7 19 21 17 1 
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TABLE 1 (Continued) 
r with frequency of response option 
item # total score* SD D N A SA 
15 .46** 6 26 20 10 5 
16 .70** 3 15 21 19 9 
17 .41** 1 5 19 27 15 
18 .30** 9 28 19 8 3 
19 .37** 8 27 17 11 4 
20 .49** 6 25 16 17 3 
21 -.44** 9 29 19 10 0 
22 
.19 6 21 30 10 0 
23 .53** 9 31 17 9 1 
24 .21 4 24 12 25 2 
25 
26 .42** 1 14 25 19 8 
2? .48** 3 30 17 14 3 
28 
.53** 5 21 13 19 9 
29 .25 6 34 11 13 3 
30 -.02 15 27 16 8 1 
31 
32 .32 1 25 31 8 
33 .53** 6 12 19 22 
34 
.55** 0 13 11 19 
35 .44** 1 10 17 37 
decision/ 
action 
1 
1 
1 
4 
5 
5 
1 
4 
1 
4 
2 
1 
1 
1 
4 
4 
2 
4 
1 
1 
2 1 
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TABLE 1 (Continued) 
;em # 
r with 
total score* 
frequency 
SD D 
36 .14 26 27 
37 
38 
.23 3 17 
39 .03 1 23 
40 
41 
.28 33 26 
42 *18 1 7 
43 • rv>
 
00
 
2 14 
44 .22 19 21 
45 .49** 7 14 
46 
.03 2 6 
47 .02 5 23 
48 
. 57** 15 16 
49 
.13 11 22 
50 
of response option decision/ 
H 4 SA action 
7 6 1 4 
2 
15 27 5 4 
19 15 9 4 
2 
6 1 1 4 
14 24 21 4 
11 25 15 4 
19 8 0 4 
23 19 4 1 
12 25 22 4 
15 16 8 4 
12 17 7 1 
23 9 2 4 
2 
* after rescaling negative items 
** p<.01 
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TABLE 2 
COVARIATE DETERMINATION USING STEPWISE 
MULTIPLE REGRESSION PROCEDURES 
N=72 
Code for independent variables (predictors)i 
1. Years of teaching experience. 
2. Certification status. 
3* Sex. 
4. Age. 
5. Number of graduate courses completed. 
6. Appropriate pretest. 
R^i Multiple correlation with n predictors 
R-^ may also be viewed as test-retest reliability. 
Order of Indepen- 
Dependent Variable Ri 
r2 VR1 r6 VR1 
dent Variables 
(predictors) 
Self-concept (as a 
teacher) 
.53** . 56 .03 .59 .06 6 4 5 1 2 3 
Self-concept (as a 
teacher, perceived 
by supervisor) .50 .55 .05 .56 .06 6 5 2 1 4 3 
Self-concept(real) .61 .68 .07 .71 .10 6 1 3 5 4 2 
Self-concept(ideal) .30* .36* .06 .42* .12 6 3 2 1 4 5 
Discrepancy self- 
concept (ideal - 
real) .46 .52 .06 .56 .10 6 1 2 4 5 3 
Progressivism .69 .69 .00 .70 .01 6 4 2 1 5 3 
Traditionalism .65 , 66 .01 .68 .03 6 4 2 3 5 1 
Attitude toward 
higher education .59 . 66 .07 .69 .10 6 1 3 5 4 2 
*p<.05 
**A11 R's significant at .01 level, unless denoted with 
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Results of Pre-Testing and Post Testing 
In this section the results of the pre-tests and 
post-tests will be presented. For each of the six scales 
used in the study, there is a table showing the means and 
analysis of variance. Additionally, a figure for each of the 
scales is represented graphically. 
Table 3 indicates how subjects in the study viewed 
themselves as teachers when measured by Soares and Soares 
Self-Concept Scale I. The Table of Means (Table 3) shows 
that the control group scored 37.25 on the pre-test and 
42.25 on the post test, for a gain of 5.00. The experimen¬ 
tal group, on the other hand, scored higher on the pre-test 
(39.66) and higher on the post-test (45.47) for a gain of 
5.81. Careful study of the Analysis of Variance (Table 3) 
shows that though both groups gained significantly, there 
was no differential treatment effect. That is to say that 
the gain of the experimental group was not significantly dif¬ 
ferent from the gain of the control group. 
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TABLE 3 
MEANS AND ANALYSIS OF VARIANCE FOR SOARES 
AND SOARES SELF-CONCEPT SCALE I 
Self As a Teacher 
MEANS 
Pre Post 
Control (n=48) 
Experimental (n=38) 
37.25 
22*66 
42.25 
^5.47 
39.75 
42.57 
Combined 38.31 43.6? 
ANALYSIS OF VARIANCE 
Source df SS MS F 
Subjects 85 26805.94 315.36 
B(trt) 1 336.44 336.44 1.07 
Error 84 26469.50 315.11 
Within 86 10931.56 127.11 
A (pre-post) 1 1235.50 1235.50 10.71** 
AB 1 7.00 7.00 .06 
Error 84 9689.06 115.35 
Total 171 37737.50 
**P<.01 
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FIGURE 2 
GRAPHIC REPRESENTATION OF MEANS--PRE-TEST AND POST-TEST 
SOARES AND SOARES SELF-CONCEPT SCALE I 
Self As A Teacher 
Experimental Group 
Control Group 
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Analysis of the second self-concept instrument, 
dealing with how teacher participants perceived they were 
viewed by their supervisor, in Table 4, the Table of Means 
reveals a pattern which is similar to the preceding anal¬ 
ysis. The control group scored 42.65 on the pre-test and 
44.52 on the post-test, whereas, the experimental group 
scored 44,45 on the pre-test and 47,79 on the post-test. 
Although both groups gained with respect to how they were 
viewed as teachers by their supervisors, such gains were 
not significant. 
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TABLE 4 
MEANS AND ANALYSIS OF VARIANCE FOR SOARES 
AND SOARES SELF-CONCEPT SCALE I 
Self As Perceived by Supervisor 
MEANS 
Pre Post 
Control 5TT65 44.52 43.58 
Experimental 44.4S 47.79 46.11 
Combined 43.44 45.97 
ANALYSIS OF VARIANCE 
Source df S3 MS F 
Subjects 85 35941.56 422.84 
B(trt) 1 272.75 272.75 .64 
Error 84 35668.81 424.63 
Within 86 11466.94 133.34 
A (pre-post) 1 273.69 273.69 2.06 
AB 1 22.69 132.98 .17 
Total 171 47408.50 277.24 
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FIGURE 3 
GRAPHIC REPRESENTATION OF MEANS—PRE-TEST AND POST-TEST 
SOARES AND SOARES SELF-CONCEPT SCALE I 
Self As Perceived By Supervisor 
Experimental Group 
Control Group 
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The next analysis dealt with the real self-concepts 
of the participants. The same pattern emerged again as shown 
in the Table of Means (Table 5) and more graphically in 
Figure 4. When consulting the Analysis of Variance Table 
(Table 5) however, it becomes clear that although both 
groups registered lower real self-conceots. the differences 
were not significant. 
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TABLE 5 
MEANS AND ANALYSIS OF VARIANCE FOR SOARES 
AND SOARES SELF-CONCEPT SCALE 
Real Self 
MEANS 
Control 
Experimental 
0
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Post 
35.54 
39.97 
36.51 
40.59 
Combined 39.13 37.50 
ANALYSIS OF VARIANCE 
Source df SS MS F 
Subjects 85 43529.63 512.11 
B(trt) 1 706.81 706.81 1.39 
Error 84 42822.81 509.80 
Within 86 12618.00 146.76 
A (pre-post) 1 113.94 113.94 .77 
AB 1 5.13 5.13 .03 
Error 84 12498.94 148.80 
Total 171 5^147.63 328.35 
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FIGURE 4 
GRAPHIC REPRESENTATION OF MEANS—PRE-TEST AND POST-TEST 
SOARES AND SOARES SELF-CONCEPT SCALE 
Real Self 
(Pre) (Post) 
Experimental Group 
Control Group 
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The fourth and last self-concept scale, dealing 
with the Ideal Self-Concept reveals much the same kind of 
statistical picture as do the preceding three. The Table 
of Means (Table 6) shows that the two groups started near 
the same point and that both dropped. The control group 
fell from 60.35 to 58-755 the experimental group, from 
60,06 to Careful study of the Analysis of Variance 
Table 6 shows that both groups became more realistic in 
their self-concept, but not significantly so. 
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TABLE 6 
MEANS AND ANALYSIS OF VARIANCE FOR SOARES 
AND SOARES SELF-CONCEPT SCALE 
Ideal Self 
MEANS 
Control 
Pre 
So735 
Post 
58.75 59.55 
Experimental 60.06 54.08 57.05 
Combined 60.21 56.69 
ANALYSIS OF VARIANCE 
Source df SS MS F 
Subjects 85 13728.06 161.51 
B(trt) 1 264.75 264.75 1.65 
Error 84 13^63.31 160.28 
With in 86 9046.25 105.19 
A (pre-post) 1 533.56 533.56 5.39* 
AB 1 200.31 200.31 2.02 
Error 84 8312.38 98.97 
Total 171 22774.31 133.18 
*P<.05 
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FIGURE 5 
GRAPHIC REPRESENTATION OF MEANS--PRE-TEST AND POST-TEST 
SOARES AND SOARES SELF-CONCEPT SCALE 
Ideal Self 
Experimental Group 
Control Group 
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Analysis and discussion of Kerlinger's Education 
Scale VII is presented in two separate parts. The first 
part presents only data pertaining to the items in his 
scale which deal with progressivism. Data pertinent to 
these items can be found in Table 7 and Figure 6. Items 
which pertain to traditionalism can be found in Table 8 
and Figure 7. 
As shown in Table 7 the control group scored 1.79 
on the pre-test and 1.87 on the post-test. The experimental 
group scored 2.00 on the pre-test and increased only slight¬ 
ly to 2.02 on the post-test. Figure 6 pictures for the 
reader just how slight the differences were between groups. 
The Analysis of Variance (Table 7) reinforces the idea that 
although the experimental group started and ended with higher 
scores, the gains for each group were so slight that they 
were not significant. 
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TABLE 7 
KEANS AND ANALYSIS OF VARIANCE FOR 
KERLINGER A - ES SCALE VII 
Progressivism 
MEANS 
Pre Post 
Control 1.79 1.87 1.83 
Experimental 2.00 2.02 2.01 
Combined 1.88 1.93 
ANALYSIS OF VARIANCE 
Source df SS MS F 
Subjects 85 40.18 .47 
3.00 B(trt) 1 1.39 1.39 
Error 84 38.80 .46 
Within 86 7.55 .09 
1.43 A (pre-post) 1 .13 .13 
AB 1 .04 .04 .50 
Error 84 7.38 .09 
Total 171 47.73 .28 
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FIGURE 6 
GRAPHIC REPRESENTATION OF MEANS—PRE-TEST AND POST-TEST 
KERLINGER A - ES SCALE VII 
Progressivism 
(Pre) (Post) 
Experimental Group 
Control Group 
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Table 8 reveals how participants scored on items in 
Kerlinger's ES VII Scale which relate solely to tradition¬ 
alism. The control group moved from -.1? on the pre-test 
to -.10 on the post-test and the experimental group -.31 
on the pre-test; the experimental group -.34 on the post¬ 
test. Although Figure 7 shows the experimental group moving 
away from the control group, the reader is reminded to view 
that movement with caution. During the period of the study 
the control group became slightly more traditional while 
the experimental group became less traditional,but the gains 
were minimal. 
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TABLE 8 
MEANS AND ANALYSIS OF VARIANCE FOR 
KERLINGER B - ES SCALE VII 
Traditionalism 
MEANS 
Pre 
Control -.17 
Experimental -.31 
Combined -.23 
rost 
-.10 
-.21 
-.13 
-.33 
ANALYSIS OF VARIANCE 
Source df SS MS F 
Subjects 85 95.24 1.20 
B(trt) 1 1.64 1.64 1.47 
Error 84 93.60 1.14 
Within 86 20.70 .24 
A(pre-post) 1 
.03 .103 .13 
AB 1 .12 .12 .49 
Error 84 20.55 .24 
Total 171 115.94 .68 
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FIGURE ? 
GRAPHIC REPRESENTATION OF MEANS--PRE-TEST AND POST-TEST 
KERLINGER B - ES SCALE VII 
Traditionalism 
Experimental Group 
Control Group 
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The last analysis deals with the attitudes of the 
MAP participants and control group toward higher education. 
The instrument used to measure these differences was the 
Keilty-Greene Scale for Attitudes Toward Higher Education. 
(See Appendix B). 
In the Analysis of Means, Table 9, the reader’s 
attention is drawn to the pre-test and post-test scores of 
the control and experimental groups. The control group 
scored 3.29 on the pre-test and 3.02 on the post-test show¬ 
ing a loss of .27 from start to finish. The experimental 
group, however, went from 3.^3 on the pre-test to 3.6l on 
the post-test for an overall gain of .18. These results are 
graphically presented in Figure 8. 
Careful study of the Analysis of Variance Table 9 
shows statistically significant differences in the scores of 
the experimental and control groups. (P<.01). This indi¬ 
cates that the experimental group acquired a more positive 
outlook toward higher education than the control group. 
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TABLE 9 
MEANS AND ANALYSIS OF VARIANCE FOR K-G SCALE 
ATTITUDES TOWARD HIGHER EDUCATION 
MEANS 
Pre Post 
Control 3.29 3.02 3.16 
Experimental 1Al liil lt-52 
Combined 3.35 3.29 
ANALYSIS OF VARIANCE 
Source df SS MS F 
Subjects 
B (trt) 
85 
1 
48.16 
5.59 
.56 
5.59 11.02** 
Error 84 42.5? .51 
Within 86 12.79 .14 1.44 
17.97** 
A (pre-post) 
AB 
1 
1 
.18 
2.22 
.18 
2.22 
Error 84 10.39 .12 
Total 171 60.95 .36 
**P<.01 
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FIGURE 8 
GRAPHIC REPRESENTATION OF MEANS—PRE-TEST AND POST-TEST 
K-G SCALE—ATTITUDES TOWARD HIGHER EDUCATION 
Experimental Group 
Control Group 
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Interpretation of Findings 
To properly understand and interpret the findings 
of this study the reader must keep in mind several of the 
conditions that surrounded the initiation and implementation 
of the MAP project. Among these is the fact that the pro¬ 
gram from its inception to the present is less than one year 
old. That the participants were graduate students who were 
self-selected for the experiment also ranks high in order of 
importance. Additionally, the program represents only a 
portion (9 credits of 33) of the total graduate program. 
Lastly, the individuals in the control group, although grad¬ 
uate elementary education majors, were younger in chronologi¬ 
cal age and had fewer years teaching experience than the MAP 
participants. 
When considering the four self-concept instruments 
collectively (see results Tables 3» 4, 5 and 6, also Figures 2, 
3, 4 and 5) one conclusion is readily evident. Each of these 
tables and figures shows that no statistical differences were 
generated from participation in the MAP program. This does 
not, however, imply that neither group showed significant gains. 
Actually each group did, but not differentially. 
With regard to the Kerlinger ES Scale VII there was 
little significant statistical difference shown from pre-test 
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to post-test toward attitude changes relative to progress- 
ivism and traditionalism. Each group did differ from start 
to finish of the experiment, but not differentially. Their 
differences are shown in Tables 7 and 8 as well as Figures 
6 and 7. Table 7 shows that the experimental group started 
out 2.00 and ended 2.02 more progressive than did the control 
group starting at 1.79 and ending at 1.87. Table 8 shows 
that the experimental group became less traditional than the 
control group as they started at -.17 and ended at -.10, 
whereas the control group started at -.31 and ended at -.34. 
Although neither Kerlinger's ES Scale VII nor Soares 
and Soares Self-Concept Scales showed any statistical differ¬ 
ences, they are important in the process of interpreting the 
results of the experiment. Keeping in mind the composition 
of both groups of graduate students (control and experimental) 
with regard to age, educational experience, and the length of 
time in the program, the interpretation of the data becomes 
more meaningful. It may be argued that the individual nature 
of the experiment did little to influence self-concept or 
attitudes toward progressivism and traditionalism, yet one 
must go further in attempting to interpret the findings in the 
proper perspective. Attention must be given to the fact that 
age and experience played a large part in limiting significant 
kw \ 
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gains in these areas. In the words of Blanchard and Herseyi 
The longer behavior is reinforced, the more 
patterned it becomes and more difficult it is to 
change. That is why it is easier to make personal¬ 
ity changes early in life. The older a person gets, 
the more time and new experiences are necessary to 
effect a change in behavior. 
While it is possible to change behavior in older 
people, it will be difficult to accomplish except over 
a long period of time under conducive conditions. 1 
Considering the foregoing comments, concerning the 
difficulty in changing dimensions of personality, the re¬ 
sults of the data collected from the Keilty-Greene Scale, 
(Attitudes Toward Higher Education) are of primary importance. 
The fact the control groups' attitudes toward higher educa¬ 
tion became increasingly negative (3*29 to 3.02, see Table 9, 
Page 53)» while the experimental groups' attitudes toward 
higher education became increasingly more positive (3.^3 to 
3.6l, see Table 9, Page 53). would seem to justify the degree 
of importance the author places on this finding. (P<.01, 
Table 9» Page 53.) 
The reader's attention must be drawn to those facets 
of the program that are thought to have had influences on 
changes in attitudes toward higher education. Certainly the 
personalized nature of the program ranks high among the fac- 
1Kenneth H. Blanchard and Paul Hersey, Management, of 
Organizational Behavior (Englewood Cliffs, N.J.i Prentice- 
Hall, Inc., 1970) pp. 16-17. 
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tors influencing such a change. The extra time spent in in¬ 
dividual conferencing with the self-selected group of gradu¬ 
ate students in the MAP program may be viewed as a key ele¬ 
ment in such attitude changes. The readiness of the experi¬ 
mental group for change was additionally effected as the MAP 
program was viewed as a means of staying abreast of emerging 
educational practice. Lastly, it cannot be overlooked that 
the MAP participants in large measure designed their own pro¬ 
gram, based on their needs and desired competencies. (See 
Appendix E.) 
CHAPTER V 
CONCLUSIONS AND RECOMMENDATIONS 
Summary 
The purpose of this study was to determine the 
effect of an experimental graduate program on the attitudes 
and self-concepts of the participants. The experimental 
program MAP served as a means of enlarging upon the under¬ 
standing of the process of preparing elementary teachers 
with special competencies required for implementing indi¬ 
vidualized instruction. 
MAP was instituted by four members of the Depart¬ 
ment of Elementary Education at the College of Education of 
the University of Bridgeport. Some forty-four graduate 
students in elementary education participated. A group of 
forty-eight graduate elementary education students was main¬ 
tained as a control group. 
Both experimental and control groups were administered 
pre-tests and post-tests of various aspects of self-concept, 
attitudes toward progressivism and traditionalism, and atti¬ 
tudes toward higher education. Soares and Soares Self- 
Concept Scales for Real Self, Ideal Self, Self as a Teacher, 
and Self as Perceived by Supervisor were used to measure 
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self-concept. Kerlinger’s ES Scale VII was used for measur¬ 
ing progressivism and traditionalism, and the K-G Scale for 
Attitudes Toward Higher Education was developed to measure 
participants’ attitudes toward higher education. 
The self-concept instruments showed no significant 
changes between the experimental and control groups. Simi¬ 
larly, the Kerlinger ES VII Scale showed little significance 
as regards a movement between progressivism and traditional¬ 
ism. However, the K-G Scale did reveal significant changes 
in attitudes toward higher education, with the experimental 
group showing gains in a positive direction, while the control 
group became more negative. 
The conclusions and recommendations of the study may 
be found in the remainder of this chapter. 
Conclusions 
The data collected during the course of the study 
served to formulate all conclusions enumerated by the re¬ 
searcher. 
A first and indeed the most important conclusion 
reached after careful scrutiny of the data is that the indiv¬ 
idual nature of the program leads to positive changes ip at¬ 
titudes toward higher education. This conclusion is sup¬ 
ported by the data derived from the K-G Scale for Attitudes 
Toward Higher Education. (PC.Ol). The researcher concludes 
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that the mode of instruction which was personalized in 
nature, has had a significant effect on the attitudes to¬ 
ward higher education. When considering that the process 
and content of individualized learning were the concerns of 
the MAP program, the appreciation of the process as indi¬ 
cated by the data must be considered to be a critical 
measurement. 
A second conclusion relates to progressivism and 
traditionalism. It seems clear that as no significant dif¬ 
ferences took place between, or within, the control and ex¬ 
perimental groups during the study, that this aspect of the 
program was not effective. This finding combined with the 
first conclusion, relating to attitudes toward higher edu¬ 
cation, leads the researcher to a third conclusion, that it 
is possible to bring about change in attitudes toward higher 
education without altering the progressivism or traditional¬ 
ism referents of participants in an individualized program. 
When considering these conclusions singly or collectively, 
it would seem that there is a need for further research into 
wavs of effectively changing attitudes toward progressivism 
and traditionalism after changing attitudes toward higher 
education. 
A fifth conclusion relates to the measures of self- 
concept taken during the study. As no significant differ- 
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ences were found between the control and experimental groups 
m any of the data collected by the four instruments admin¬ 
istered during the study, it can be concluded that the MAP 
program was ineffective with regard to this aspect of an 
individual*5 self-appraisal. The reasons for such a result 
appear to lie in the fact that it is difficult to change 
self-concept in adults. This difficulty was aggravated by 
the short period of time (six months) during which the pro¬ 
gram attempted to bring about such changes. 
Recommendations 
In view of the purposes of this study, recommendations 
are logically separated into two categoriesi (1) recommenda¬ 
tions for future research; and (2) recommendations to the 
University of Bridgeport's College of Education. 
Future Research 
The conclusions of this study lead to a number of im¬ 
portant recommendations for future research. Of these, none 
is more obvious nor important than the need for a follow-up 
study to be conducted during the next several months. Such 
a study should be carried out in the classrooms of the 
schools where MAP participants teach. The concerns of such 
an undertaking should be the perceptions of children and 
supervisors toward MAP participants. Included in the re- 
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search should be data relative to the style of teaching and 
changes in style of teaching since participating in the ex¬ 
periment. 
Another important recommendation is that additional 
EgggapQh aegdg to be.conducted in the area of the relation¬ 
ship between progressivism and traditionalism and individ¬ 
ualized learning. The key question in such research might 
concern itself to ascertaining the antecedents of attitude 
change relative to these two constructs of behavior. Such 
a study could then inform on the content and process of in¬ 
dividualizing learning, as well as its implications for atti¬ 
tude changes toward higher education. 
The last recommendation for future research is that 
a comparative analysis of the results of the MAP program and 
future programs developed to report on special competencies 
for individualized instruction be undertaken when and if such 
programs develop. The data collected from such research 
could help to frame the implications of this study in the 
proper perspective. 
Recommendations to the University 
It is recommended that the MAP program continue with 
a research/computer component built into the design. As one 
of the major functions of a university is research, this 
recommendation seems logical and necessary. 
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rfVi"th "the realization that the following changes are 
peripheral to the data collected, the principal investi¬ 
gator perceives that there are fundamental changes which 
might enhance the effectiveness of the program. These in- 
the following; (l) that a taxonomy of competencies 
be developed for future participants, based on those de¬ 
veloped by present MAP participants and faculty; (2) that 
the need analysis component of the program be refined; 
(3) that the alternatives be increased to include more wide¬ 
ly diversified offerings; (4) that the individual nature of 
the program be continued; and most important (5) that the 
clinical aspect of the program be examined and strengthened 
through better use of released time. 
To accomplish all or any of these recommendations 
will call for a massive amount of financial aid from the 
University and outside sources. More importantly, it will 
mean that the University will continue to support a new and 
more costly form of education based on a high degree of in¬ 
dividual contact and increased involvement in the affairs 
of the local education community. 
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ATTITUDES TOWARD HIGHER EDUCATION 
Developmental Form Keilty-Greene Scale 
We are interested in your attitudes about higher 
education. Therefore we are requesting you to sincerely 
respond to the following items. Using the mark sensing 
sheets we’ve provided marki 
A - if you STRONGLY DISAGREE 
B - if you DISAGREE 
C - if you are NEUTRAL 
D - if you AGREE 
E - if you STRONGLY AGREE 
Work rapidly, give your first reaction to the items, 
since your first response is likely to be the best. Please 
do not omit any items, and mark each item only once. There 
are no right or wrong answers. Remember, mark all responses 
on the mark sensing sheets provided. 
1. Professors in this institution should be more inter¬ 
ested in their students. 
2. My expectations regarding graduate study are lowered 
with each successive course. 
3. I now realize the value of higher education. 
4. Graduate courses are more rewarding than undergraduate 
courses. 
5 My graduate program is rewarding. 
75 
6. As a result of graduate work I am a more creative 
teacher. 
7. My professors regard teaching as merely a job. 
8. Generally speaking graduate courses stimulate my 
thinking. 
9. Professors' salaries are low, yet justified in terms 
of the quality of instruction. 
10. I take graduate courses only to get a raise, 
11 • I like to take graduate courses because they are easy. 
12. If the laws did not require it, I would not take 
graduate courses. 
13. Graduate courses help me to become a better teacher. 
14. I use new ideas gained from education courses often in 
my work. 
15. Professors who teach graduate courses are generally 
good models for classroom teachers. 
16. The more graduate work I do, the more effective I am 
on the job. 
17. As a result of taking graduate courses, I often experi¬ 
ment in my work with new ideas. 
18. Teachers at the graduate level do not do an adequate 
job in preparation. 
19. Poor facilities at the college result in ineffective 
teaching. 
20. Professors use non-creative approaches in teaching. 
21. Most Professors are not well prepared for teaching. 
22. Professors spend a great deal of time helping individ¬ 
uals with problems. 
Students are intensely interested in taking graduate 
courses. 
23. 
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24. Most students particpate often in class. 
25. I learn more from other students than from professors. 
26. Course projects are very useful. 
27. The material taught in courses is too general to apply 
on the job. 
28. Professors deal with theory too much; they should be 
more practical. 
29. Research readings are generally a waste of time. 
30. Term papers are the best form of reporting and learning. 
31. My professors enjoy grading me. 
32. My professors follow the course outline too closely. 
33* What I have learned through taking graduate courses 
changed me as a person. 
34. Experience is a better teacher than courses. 
35• Professors really try to make their teaching relevant. 
36. When chosing a school to take graduate courses I chose 
the one with the easiest entry requirements. 
37. Other students are more bored than I with their courses. 
38. Many courses cover the same topics. 
39. I chose professors by their reputation for being excel¬ 
lent teachers. 
40. Colleagues guide my choices of professors and courses. 
41. I wanted to major in something which was easy. 
42. After I earn a degree I'll take only courses in which 
I am interested. 
43. Grades are meaningless at the graduate level. 
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44. Exams in my graduate work have been excellent learning 
situations. 
45. During lectures, time generally seems to go by very 
quickly. 
46. The most useful courses are those whose content I use 
in my work. 
47. I have taken graduate courses at great personal sacri¬ 
fice . 
48. I take graduate courses to gain a raise in salary. 
49. By taking graduate courses I have advanced myself 
socially. 
50. My friends think graduate courses are more difficult 
than they actually are. 
APPENDIX B 
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ATTITUDES TOWARD HIGHER EDUCATION 
Form I Keilty-Greene Scale 
We are interested in your attitudes about higher 
education. Therefore, we are requesting you to sincerely 
respond to the following items. Circle your response after 
each item using the categories below as your guidei 
If you STRONGLY AGREE SA 
If you AGREE A 
If you are NEUTRAL N 
If you DIAGREE D 
If you STRONGLY DISAGREE SD 
Work rapidly, give your first reaction to the items, 
since your first response is likely to be the best. Please 
do not omit any items, and mark each item only once. There 
are no right or wrong answers. Remember, mark all responses 
in the space provided after each statement. 
1. My expectations regarding graduate 
study are lowered with each suc- 
cessive course. SA A N D SD 
2. I now realize the value of higher 
education. SA A N D SD 
3. Graduate courses are more rewarding 
than undergraduate courses. SA A N D SD 
4. My graduate program is rewarding. SA A N D SD 
5. As a result of graduate work I am a 
more creative person (and teacher). SA A N D SD 
6. My professors regard teaching as 
merely a job. SA A N D SD 
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7. Generally speaking graduate courses 
stimulate my thinking. SA A N 
8. I take graduate courses only to get 
a raise. SA A N 
9. I like to take graduate courses be¬ 
cause they are easy. SA A N 
10. Professors who teach graduate 
courses are generally models for 
classroom teachers. SA A N 
11. If laws did not require it, I would 
not take graduate courses. SA A N 
12. Graduate courses help me to become 
better at my work. SA A N 
13. I use new ideas gained from Gradu¬ 
ate Education courses often in my 
work. SA A 
14. The more graduate work I do, the 
more effective I am on the job. SA A 
15. Most professors are not well pre¬ 
pared for teaching. 
16. As a result of taking graduate 
courses, I often experiment in my 
work with new ideas. 
17. Students are intensely interested 
in taking graduate courses. 
18. Course projects are very useful. 
19. The material taught in courses is 
too general to apply on the job. 
20. Professors deal with theory too 
muchj they should be more practi¬ 
cal . 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
N D SD 
N D SD 
N D SD 
N D SD 
N D SD 
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21. What I have learned through taking 
graduate courses changed me as a 
person. SA A N D SD 
22. Experience is a better teacher than 
courses. SA A N D SD 
•
 
CM
 Professors really try to make their 
teaching relevant. SA A N D SD 
24. I take graduate courses to gain a 
raise in salary. SA A N D SD 
25. During lectures, time generally 
seems to go by very quickly. SA A N D SD 
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KERLINGER'S EDUCATION SCALE VII 
Instructions» Given below are 30 statements on educational 
ideas and problems about which we all have beliefs, opinions, 
and attitudes. We all think differently about such matters, 
and this scale is an attempt to let you express your beliefs 
and opinions. Respond to each of the items as follows! 
Agree Very Stronglyi +3 Disagree Very Stronglyi -3 
Agree Strongly* +2 Disagree Strongly* -2 
Agree* +1 Disagree* -1 
For example, if you agree very strongly with a statement, you 
would write +3 on the short line preceding the statement, but 
if you should happen to disagree with it, you would put a -1 
in front of it. Respond to each statement as best you can. 
Go rapidly but carefully. Do not spend too much time on any 
one statement; try to respond and then go on. 
1. Learning is essentially a process of increasing 
one's store of information about the various fields 
of knowledge. 
2. The curriculum consists of subject matter to be 
learned and skills to be acquired. 
3. The learning of proper attitudes is often more im¬ 
portant than the learning of subject matter. 
4. It is more important that the child learn how to 
approach and solve problems than it is for him to 
master the subject matter of the curriculum. 
5. The true view of education is so arranging learning 
that the child gradually builds up a storehouse of 
knowledge that he can use in the future. 
6. What is needed in the modern classroom is a revival 
of the authority of the teacher. 
7. Teachers should keep in mind that pupils have to be 
made to work. 
8. Schools of today are neglecting the three R's. 
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. 9. Standards of work should not be the same for all 
pupils; they should vary with the pupil. 
10. The goals of education should be dictated by chil¬ 
dren s interests and needs, as well as by the 
demands of society. 
11. Each subject and activity should be aimed at de¬ 
veloping a particular part of the child’s makeup; 
physical, intellectual, social, moral, or spiritual. 
12. Right from the very first grade, teachers must 
teach the child at his own level and not at the 
level of the grade he is in. 
13. Teachers need to be guided in what they are to 
teach. No teacher can be permitted to do as he 
wishes, especially when it comes to teaching children. 
.14. Learning experiences organized around life experi¬ 
ences rather than around subjects is desirable in 
our schools. 
.15. We should fit the curriculum to the child and not 
the child to the curriculum. 
_16, Subjects that sharpen the mind, like mathematics 
and foreign languages, need greater emphasis in the 
public school curriculum. 
_17. Since life is essentially a struggle, education 
should emphasize competition and the fair competi¬ 
tive spirit. 
_18. The healthy interaction of pupils one with another 
is just as important in school as the learning of 
subject matter. 
_19. The organization of instruction and learning must 
be centered on universal ideas and truths if educa¬ 
tion is to be more than passing fads and fancies. 
_20. The curriculum should contain an orderly arrange¬ 
ment of subjects that represent the best of our 
cultural heritage. 
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21. True discipline springs from interest, motivation, 
and involvement in live problems. 
22. Emotional development and social development are as 
important in the evaluation of pupil progress as 
academic achievement. 
23. Education and educational institutions must be 
sources of new social ideas. 
24. Children should be taught that all problems should 
be subjected to critical and objective scrutiny, 
including religious, moral, economic, and social 
problems. 
25. One of the big difficulties with modem schools is 
that discipline is often sacrificed to the interests 
of children. 
,26. Teachers should encourage pupils to study and 
criticize our own and other economic systems and 
practices. 
.27. Children need and should have more supervision and 
discipline than they usually get. 
.28, Schools should teach children dependence on higher 
moral values. 
.29, The public school should take an active part in 
stimulating social change. 
_30. Learning is experimental; the child should be taught 
to test alternatives before accepting any of them. 
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IDEAL CONCEPT 
What kind of person would you like to be if you 
could change? Give a picture of the kind of person you 
wish you could be by placing a check any place on the line 
between the words. Each space tells how well you think the 
words show what kind of person you would like to be. 
Examplei 
Bold i i i » Timid 
very more more very 
bold bold 
than 
timid 
timid 
than 
bold 
timid 
Look at the sentences at both ends of the line before 
you decide where to place your check. Work quickly; mark 
whatever you feel first, since your first answer is likely to 
be the best. Put just one check on each line between the 
words. Remember» there are no right or wrong answers--only 
answers which best show what kind of person you would like to 
be. 
Accepted : X X Rejected 
Adaptable i X X Rigid 
Alert » X X Absent-minded 
Assertive i X X Submissive 
Calm X X X Restless 
Cheerful X X X Depressed 
Considerate X X X Selfish 
Contented X X X Worried 
Cooperative X X X Anti-social 
Creative X X X Conforming 
Deliberate X X X Impulsive 
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Easy-going  » 
Enthusiastic _t 
Even-tempered _* 
Good-natured _j 
Hopeful  i 
Independent _» 
Masculine  » 
Mature  i 
Optimistic  « 
Out-going  i 
Patient  i 
Persevering _i 
Poised  » 
Relaxed  » 
Responsible _i 
Satisfied  i 
Self-confident _i 
Self-controlled _» 
Self- 
Sufficient  i 
Sociable  » 
Tolerant  » 
Tough  * 
Trusting  « 
_ Quick-tempered 
_ Selfish 
Moody 
Critical 
Anxious 
_ Dependent 
_ Feminine 
_ Immature 
_ Pessimistic 
_ Withdrawn 
_ Impatient 
__ Quitting 
_ Awkward 
_ Nervous 
_ Frivolous 
_ Self-pitying 
_ Insecure 
__ Emotional 
Easily 
__ influenced 
_ Shy 
_ Fault-finding 
_ Sensitive 
Suspicious 
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justed _i _i _t _ Poorly Adjusted 
Worthy _i _» _j _ Unworthy 
Copyrighti Dr. Anthony T. Soares and Dr. Louise M. Soares, 
1965. 
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^elP~Perception Inventory 
Form SCT 
People are different in the ways they think about 
themselves. We are first interested in discovering what 
kind of teacher you believe yourself to be like at this 
moment. Therefore, you are requested to describe yourself, 
as you now are, by placing a check anywhere on one of the 
four lines between two words which are opposite in meaning. 
Each line represents how well the adjective fits your per¬ 
ception of your self as a teacher. 
Example« 
t 
bold  i_i_i_ timid 
Look at the words at both ends of the line before 
you decide where to place your checkmark. Work rapidly; 
give your first reaction to the items, since your first 
answer is likely to be the best. Please do not omit any 
items and mark each item only once. Rememberi there are 
no right or wrong answers—only answers which best describe 
yourself as a teacher. 
accepting 
approving 
articulate 
I 
1 
t i rejecting 
1 
i 
i i critical 
1 
t 
i 1 inarticulate 
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cheerful 
competent 
considerate 
consistent 
cooperative 
courteous 
creative 
democratic 
dynamic 
enthusiastic 
even-tempered 
fair 
flexible 
friendly 
humble 
industrious 
informed 
just 
lenient 
mature 
neat 
optimistic 
organized 
out-going 
sullen 
incompetent 
inconsiderate 
inconsistent 
uncooperative 
sarcastic 
imitative 
autocratic 
passive 
indifferent 
irritable 
partial 
rigid 
unfriendly 
overbearing 
lazy 
uninformed 
punitive 
strict 
immature 
untidy 
pessimistic 
unorganized 
withdrawn 
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patient 1 
1 
1 1 imoat i pti+ 
poised 1 
1 
1 1 awkward 
respected t 
1 
1 1 disparaged 
self-confident 1 
i 
i 1 insecure 
sociable t 
t 
1 t shy 
stimulating 1 
1 
i t dull 
tolerant 1 
1 
» 1 intolerant 
understanding 1 
1 
1 1 unsympathetic 
(Copyrighti 1965 - Soares & Soares) 
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Self-Perception Inventory 
Form RS 
sup 
Finally, we would like to know, in your opinion, how 
your supervisors look at you. Using the same procedure, 
describe the way you think your supervisors perceive you. 
This time, each line represents how well the adjective fits 
your reflection as a teacher in the eyes of your supervisors. 
Examplei 
bold i i t timid 
accepting i 
t 
i i rejecting 
approving i 
9 
i i critical 
articulate t 
9 
i » inarticulate 
cheerful i 
t 
t i sullen 
competent i 
1 
t : incompetent 
considerate > 
9 
i i inconsiderate 
consistent i 
I 
1 i inconsistent 
cooperative i 
1 
1 « uncooperative 
courteous i 
l 
l i sarcastic 
creative i 
I 
1 : imitative 
democratic i 
1 
l t autocratic 
dvnamic i 
i 
i i passive 
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even-tempered i 
1 
1 ! irritable 
partial 
rigid 
fair i 
1 
1 1 
flexible ! 
1 
1 I 
friendly 1 
1 
1 1 unfriendly 
humble 1 
1 
1 1 overbearing 
industrious i 
! 
1 1 lazy 
informed i 
i 
i 1 uninformed 
just i 
! 
! ! punitive 
lenient i 
i 
i 1 strict 
mature i 
! 
! 1 immature 
neat ! 
1 
1 ! untidy 
pessimistic optimistic ! 
1 
1 1 
organized 1 
1 
1 ! unorganized 
out-going I 
! 
1 1 withdrawn 
patient 1 
1 
I ! impatient 
pleasant ! 
1 
1 1 unpleasant 
poised ! 
! 
1 i awkward 
respected i 
! 
1 1 disparaged 
self-confident i 
! 
1 1 insecure 
sociable 1 
I 
! 1 shy 
stimulating ! 
1 
i ! dull 
tolerant I 
! 
1 i intolerant 
understanding ! 
i 
1 ! unsympathetic 
(Copyright! 19&5 " Soares & Soares) 
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Self Concept 
We are all different in the ways we think about our¬ 
selves. There is nobody else like you in all the world. 
What kind of person do you think you are right now? Give a 
picture of yourself, as you think you are now, by placing a 
check anywhere on the line between the words. Each space 
tells how well the words agree with how you look at yourself 
as a person. 
Examplei 
Bold 
_i 
very 
bold 
_» _* _ Timid 
more more very 
bold timid timid 
than than 
timid bold 
Look at the words at both ends of the line before 
you decide where to place your check. Work quickly, mark 
whatever you feel first, since your first answer is likely 
to be the best. Just put one check on each line between the 
words. Rememberi there are no right or wrong answers—only 
answers which best show you as a person. 
Accepted 
Adaptable 
Alert 
Assertive 
Calm 
Cheerful 
Considerate 
Contented 
Cooperative 
Creative 
Rejected 
Rigid 
Absent-minded 
Submissive 
Restless 
Depressed 
Selfish 
Worried 
Anti-social 
Conforming 
Impulsive Deliberate 
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Easy-going _i 
Enthusiastic _i 
Even-tempered _» 
Good-natured _j 
Hopeful  i 
Independent _j 
Masculine  » 
Mature  « 
Optimistic  i 
Out-going  i 
Patient  i 
Persevering _j 
Poised  i 
Relaxed  i 
Responsible _j 
Satisfied  : 
Self-confident _i 
Self-controlled _j 
iuificient  t 
Sociable  » 
Tolerant  » 
Tough  t 
Trusting  » 
Quick-tempered 
Selfish 
Moody 
Critical 
Anxious 
Dependent 
Feminine 
Immature 
Pessimistic 
Withdrawn 
Impatient 
Quitting 
Awkward 
Nervous 
Frivolous 
Self-pitying 
Insecure 
Emotional 
5n?ii^nced 
Shy 
Fault-finding 
Sensitive 
Suspicious 
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Well-adjusted 
- * * » Poorly Adjusted 
Worthy « i i Unworthy 
Copyrighti Dr. Anthony T. Soares and Dr. Louise M. Soares, 
1965. 
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2. Capsule Summary 
This project is concerned with the creation, imple¬ 
mentation, and evaluation of a student-centered, multiple- 
alternative professional experience of nine semester hours, 
for the purpose of strengthening the individual teaching com¬ 
petencies of undergraduate and graduate students enrolled in 
elementary education programs at the University of Bridgeport. 
Particular emphasis is placed on the competencies required for 
the planning and implementation of individualized instruction. 
The project is expected to facilitate the development 
of specialized competencies needed for individualized instruc¬ 
tion more effectively than conventional courses in the teacher 
education program, since the Multiple Alternative Program 
(MAP) will be cooperatively planned by faculty members and 
students, to meet students' individual needs within an educa¬ 
tional model more nearly relevant to new directions in the 
public schools. 
Both the content and the learning process of the pro¬ 
gram will focus on individualized teaching and learning, and 
will include (l) the cooperative identification of each stu¬ 
dent's individual goals, to be formulated as "competencies to 
be achieved," (2) the creation of a variety of alternative ap¬ 
proaches to the achievement of these competencies, (3) indi- 
selected alternative approaches, and vidual participation in 
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W cooperative evaluation of individual student achievement 
by faculty members and students. 
Approximately 50 graduate students and 20 undergrad¬ 
uate students in elementary education will be selected for 
participation in the program, which is scheduled for imple¬ 
mentation during the academic year 1971-1972. (At the time 
of this writing, the 43 graduate students have already been 
selected.) 
The graduate students consist of approximately 3/4 
probationary teachers or students pursuing studies leading 
to provisional certification for teaching in the elementary 
schools of Connecticut. The undergraduate students will all 
be pre-service students pursuing the bachelors degree in ele¬ 
mentary education and provisional certification in elementary 
education. 
The students selected for participation in the MAP 
Program will meet with faculty members involved in the pro¬ 
ject to identify specific competencies which they wish to 
achieve in order to individualize instruction more effectively. 
During the early part of the project, major emphasis will be 
given to diagnosis and counseling so that each student will 
be able to identify with precision his personal objectives. 
During this process, he will be encouraged to examine his 
own teaching competencies critically, and to discuss them 
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with his supervisor, principal, advisor, and others where 
appropriate, in order to view himself as objectively as 
possible. At the conclusion of this process, an individ¬ 
ualized program for competency achievement will be instituted 
for each student. 
Four major types of alternatives for competency 
achievement have been established, which will permit students 
considerable flexibility in meeting their own needs. These 
are described below: 
a. Series of Two Hour Interaction Sessions 
A series of such sessions, each consisting of 
one hour of demonstration or presentation, 
followed by an hour of discussion with inter¬ 
ested students, will be presented at intervals 
throughout the academic year. Each session will 
explore in detail a specific topic related to the 
needs and interests of students. (The specific 
topics of the Interaction Sessions will be deter¬ 
mined cooperatively by the students and faculty 
members.) The Sessions will be conducted both 
on campus and in the local schools and commun¬ 
ities by such persons as the following, accord¬ 
ing to their areas of expertise: 
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a. Full and part-time faculty members. 
b. Public school personnel. 
c. Representatives from government. 
d. Representatives from business, industry 
and community. 
e. Students, themselves, when they possess 
particular expertise worth sharing with 
others. 
f. Others, 
b. Independent Study 
Each student will pursue areas of need and/or 
interest on an independent basis, utilizing a 
wide variety of approaches, techniques, and re¬ 
sources. This aspect of the program goes far be¬ 
yond the normal type of independent study. Credit 
might be given, for example, for the completion 
of activities such as the following* 
a. Action research. 
b. Travel and observation. 
c. Participant observation. 
d. Curriculum development. 
e. Interviews. 
f. Courses and workshops taken elsewhere. 
g. Attendance at professional meetings. 
h. Development of new instructional materials 
Other approaches which a student may justi i. 
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c• "Hands On" Workshops 
A series of "Hands On" Workshops will be offered 
during the academic year, with the topics to be 
selected cooperatively by faculty and students, 
and to focus on specific skills, approaches to 
instruction, etc. These Workshops are regarded 
as "translation sessions," concerned with helping 
the individual to translate ideas into reality for 
himself. Sample topics might include: 
a. Managing individualized instruction. 
b. Diagnostic and prescriptive learning 
techniques. 
c. Teaching non-English speaking children. 
d. Working with para-professionals. 
e. Developing and using behavioral objec¬ 
tives. 
f. Using new generation instructional 
materials. 
g. Developing and using multi-media tech¬ 
niques. 
d. Clinical Experiences 
Although clinical experiences have not tradition¬ 
ally been part of the graduate program for pro¬ 
visionally certified teachers, MAP participants 
will be required to take part in selected clinical 
experiences, either on-campus or in the schools, 
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to help them perfect skills, develop teaching 
styles, etc. Examples of such clinical exper¬ 
iences include* 
a. Micro-teaching. 
b. Interaction analysis. 
c. Utilizing learning centers and labora¬ 
tories. 
d. Learning to implement the open classroom 
approach. 
e. Clinical and reflective analysis of one's 
own teaching in his own class or school. 
Evaluation will be done on an individual basis. 
The primary criterion for evaluation will be the 
student's ability to present evidence that he has 
achieved the goals which he set out to achieve. 
Each student will, under advisement, select acti¬ 
vities from each of the four alternative areas, 
in which he will participate to master his previ¬ 
ously identified competency goals. He may, for 
example, participate in a series of workshops 
which he will then relate to a clinical activity 
in his own classroom, strengthening this area 
through visitations, research, and interviews 
under the independent study aspect of the program. 
Upon successful completion of the program, stu¬ 
dents will be given credit for courses presently 
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contained in the Elementary Education program at 
the University of Bridgeport. 
It should be noted that the MAP Program contains 
no courses in the traditional sense. However, 
the objectives of such courses, (tailored to the 
individual needs of the students), will be met 
through the multiple alternative program. While 
the content of the program will emphasize the 
leading edge of educational thinking and practice, 
through its focus on individualized learning, and 
meeting the needs of today's student, it is in the 
process of dealing with content that the most radi¬ 
cal departure is made—the achievement of goals 
through a variety of experiences from among which 
each student may choose those best suited to his 
needs. The overriding concern of the program is 
that the teacher "make himself more necessary to 
his students, school, and community" through MAP. 
The fundamental premise is that MAP is a model 
which makes "learning how to learn" and therefore, 
learning how to teach, process as well as content 
outcomes. 
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Relationship of the Project to the Criteria Listed in the 
Guidelines 
1. Significance 
The project deals with a number of significant aspects of 
teacher education, including the following* 
a. It recognizes the critical importance of indi¬ 
vidualized instruction as a major goal of education, and 
focuses directly on the attitudes, knowledge, and skills 
needed by teachers to successfully individualize instruction 
in their own classrooms. Further, recognition is given to 
the need to transfer theoretical knowledge about individual¬ 
ized instruction into practical applications in the clinical 
setting, in order to bring about true changes in teaching 
behavior. 
b. The importance of the teacher education model in 
influencing teacher behavior is also recognized. The old 
adage "Teachers teach as they are taught, not as they are 
taught to teach" is regarded as a critical aspect of the pro¬ 
gram. Therefore, the project model reflects such important 
aspects of individualized instruction as diagnosis, cooper¬ 
ative planning, alternative ways of learning, cooperative 
evaluation, and new types of faculty roles. 
c. Topics identified for in-depth study during the 
project include many dealing with urban and suburban pro¬ 
blems, use of instructional media, new educational materials 
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for open classrooms, and management of individualized pro¬ 
grams. These topics are significant in terms of new trends 
in contemporary American education. 
2. Feasabilitv 
Feasability is a key facet of this project, since it is hoped 
that, if successful, it will become a model for elementary 
teacher preparation at the University of Bridgeport. At the 
present time, fifty graduate students have already been ac¬ 
cepted as participants in the program, and the University has 
given administrative approval and support to the program as 
an important experiment in teacher education. Student response, 
as documented at several meetings, and through applications 
has been enthusiastic. 
3. Communication 
Close communication with students has been a characteristic of 
the project from its inception during the Spring semester. 
Suggestions and reactions from hundreds were considered, and 
it planned to maintain continuous dialog with studenls through¬ 
out the program. (See Appendix A.) It is further anticipated 
that as the program gets underway, close ties will be developed 
with building administrators in school systems where clinical 
activities and independent study are to take place, 
4. Replicability 
Replicability is a major concern, since the program, if suc¬ 
cessful., must be capable of running within the normal Univer- 
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sity economic parameters. Therefore, financial support 
above and beyond normal levels has been kept to a minimum, 
and where sought, has been intended to finance "start-up” 
and planning expenses. 
5. Articulation 
The clinical experiences for graduate students are based 
upon their individual goals and needs, and in most instances 
will take place in their own classrooms. Since clinical ex¬ 
periences are not normally part of the Master’s degree pro¬ 
gram, MAP may be regarded as innovative. A key element in 
the program is to help students attain closure in teaching 
behavior by relating discussion sessions, workshops, and in¬ 
dependent study closely to clinical experiences. 
6. Innovation 
The program is regarded as innovative since it attempts to 
develop a model which will radically restructure the Univer¬ 
sity role in teacher education. It substitutes a variety of 
experiences for courses, moves faculty members out into the 
schools in a clinical role, uses the resources and personnel 
of the schools to make concrete contributions to the program, 
places more responsibility upon students for their own educa¬ 
tion, and encourages students to help teach each other through 
involvement in cooperative projects. Further, it is planned 
to assign undergraduate students to work with graduate students, 
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in order to encourage a variety of mutually helpful learning 
experiences. Most important of all, it attempts to teach by 
model, rather than simply by precept. 
7. Disadvantaged Schools 
Approximately 25% of the graduate students involved teach in 
urban centers including New Haven, Bridgeport, Stamford and 
N orwalk. 
8. Focus on the Training of Teachers of Teachers 
Since MAP requires that faculty members depart significantly 
from their present roles as they participate in an individ¬ 
ualized program it is anticipated that their involvement will 
provide valuable in-service training for themselves. New 
teaching behaviors, and new types of involvements in clinical 
settings are expected to result in faculty professional growth. 
3. Purpose of the Pro.iect 
3. 1. Immediate and Long Range Outcomes 
a. The achievement of specific competencies for ef¬ 
fecting individualized instruction on the parts of the stu¬ 
dents. 
b. The utilization of a broader range of resources 
in the teacher education process. 
c. The development of a more positive attitude to¬ 
ward, and greater satisfaction with, teacher education on 
the part of those enrolled in the program. 
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d. The development of a workable model for individ¬ 
ualized teacher education. 
e. More effective use of the clinical setting in the 
fifth year program, especially for probationary teachers. 
3•2 Significant Aspects of Teacher Education to be Improved 
a. Content, which will be upgraded to focus on im¬ 
portant aspects of the process of individualized instruction 
and critical educational and community problems. 
b. Process, which will be upgraded by altering the 
normal approaches to teacher education to insure greater 
mastery of competencies, freedom to pursue individual needs, 
and flexibility in meeting requirements. 
3.3 Relationship of Subject Matter to Clinical Experience 
The clinical experiences of graduate students will be related 
closely to the discussion sessions, workshops, and independent 
study projects which they select, in order to obtain as much 
mutual reinforcement of desired behaviors as possible. 
Since undergraduate students will be completing their 
student teaching during the academic year 1971-72, consider¬ 
able effort will be made to relate workshops, discussion 
sessions, and independent study to their student teaching 
situations. 
4. The Nature of the Pro.iect (Procedure) 
4,1 Number of Personnel Involved. 
Ill 
4.11 The following full time faculty members of the Univer¬ 
sity of Bridgeport are involved as faculty coordinators, work¬ 
shop leaders, and supervisors of clinical experiencesi 
a. Dr. E. Wesley Menzel, Associate Professor of 
Education, Public school teaching and adminis¬ 
tration, 12 years; college teaching, 3 years. 
Consultant and author. 
Times 37 
b. Dr. Robert D. Kranyik, Dana Professor of Ele- 
- mentary Education, Elementary teacher and admin¬ 
istrator, 7 years; college teaching and adminis¬ 
tration, 9 years. Consultant and author. 
Times 37^ 
c. Dr. John Kelly, Assistant Professor of Education, 
Public school teacher and administrator, 11 years; 
college teaching, 4 years. Consultant and author. 
Times 37 
d. Joseph Keilty, Assistant Professor of Education, 
Public school teaching and administration, 9 
years; college teaching, 3 years. Consultant and 
author. 
Times 37i^ 
In addition, Dr. John Greene, Assistant Professor of 
Education, and specialist in educational research, has agreed 
to serve as independent project evaluator. 
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4.12 Other Professional Personnel 
It is anticipated that a considerable number of teachers, 
administrators, and others such as community representatives 
will be involved as lecturers, workshop consultants, and co¬ 
operating teachers and administrators in clinical and inde¬ 
pendent study. 
4.13 Participants 
a. Approximately 50 graduate students, of which 
about 30 are prospective probationary teachers. 
The remainder are certified teachers concerned 
with upgrading skills. 
b. Twenty undergraduate seniors in elementary educa¬ 
tion, who are prospective teachers. 
4.14 Non-Professional Personnel 
One graduate assistant (full time), and a i time secretary. 
4.2 Space 
Normal University space will be provided as required, 
4.3 Clinical Experience 
4.31 Supervisory Policy 
Supervision of clinical experience for undergraduates will 
fall within the normal student teaching requirements of the 
University of Bridgeport. 
Supervision of clinical experience for graduate stu¬ 
dents will be assumed by participating college faculty members, 
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in cooperation with building administrators and supervisors, 
as appropriate, 
4.32 Objectives of Clinical Experience 
This item is discussed in sections 2, and 3.3, 
4.33 Length of Clinical Experience 
For undergraduate students, clinical experience will be of 
at least ten weeks duration. Length of experience for gradu¬ 
ate students will vary according to needs. 
4.34 Criteria for Selection of Cooperating Teachers and 
Students 
Criteria for selection of cooperating teachers (for under¬ 
graduates) will be the normal criteria followed by the Univer¬ 
sity of Bridgeport. Cooperating teachers for graduate stu¬ 
dents will be named only on an ad hoc basis, and in selected 
cases when students do not have classrooms of their own. It 
is anticipated that normal criteria will be employed where 
appropriate. 
Students will be selected on the basis of meeting 
normal requirements for program admission, and based on their 
interest in participating. 
4.4 Preparatory Workshop Experience 
Preliminary workshops for participants will be held during 
the first three weeks of the academic year, for purposes of 
orientation, program planning, etc. 
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4.5 Relevant Aspects of College Program 
Aspects of the college program most relevant to the project 
are elementary methods courses, seminars, special projects, 
and field experiences. 
5. Evaluation 
5.1 Procedures 
Individual student achievement will be evaluated in terms of 
evidence presented that competencies have been achieved. 
Project evaluation will include both formal and in¬ 
formal techniques, including the follows* 
a. All participants will be pre-tested and post- 
tested for* 
1. attitudes about teaching. 
2. inventory of professional interests. 
3. professional goals. 
4. attitudes toward higher education. 
5. self-concept changes. 
Post tests will be administered in each of these areas 
upon the completion of the first and second semesters work. 
b. Anecdotal records will be kept by all participants 
and instructors, which will be compiled in diary 
form. 
c. Public school personnel including teachers, super¬ 
visors, principals, and superintendents will be 
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interviewed regarding changes noted in parti¬ 
cipant behavior. 
d. Records of the numbers of students participating 
in each program offering will be kept. 
e. Records of changes in instructional techniques 
on the part of participants will be kept. 
f. The growth of understanding of the Teaching- 
Learning Process in each individual participant 
will be documented by b, c, d and e above. 
APPENDIX F 
MAP PROGRAMS AND RESOURCE QUESTIONNAIRE 
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MAP Program and Resource 
Questionnaire 
This questionnaire has been developed cooperatively 
by the MAP coordinators and prospective MAP participants to 
obtain information needed for preliminary planning during 
the summer. Your assistance in helping identify priorities 
for the program is needed. Please complete the questionnaire 
and return it by July 15 toi 
MAP Program 
Department of Elementary Education 
University of Bridgeport 
Bridgeport, Connecticut 06602 
Part 1i Program Planning 
Respond to each item listed below by checking the appropriate 
column from 1 to 5. A "1" response indicates that the item 
is of highest priority to you as a participant, while a "5" 
response indicates that the item is of lowest priority. 
Please use the blank spaces provided in each section to sug¬ 
gest additional topics not presently included, but which are 
high priority items to you. 
Section Ai Workshops 
The items listed below have been suggested as possible topics 
for workshops to be offered during the academic year 1971“ 
1972 as part of the MAP Program. It is planned to offer these 
as "hands on" workshops of 4-8 hours duration at various times 
during the year. 
Suggested Workshop Priority 
Topics Hi.• • • • L 
1 2 3 4 5 
1. Examining Specialized Reading 
Programs for Individualized 
Learning (3RA, Distar, Alpha, 
etc. ) 
2. Identifying Individual Needs 
in Reading 
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Suggested Workshop Priority 
T°Pics Hi.Lo opi
—1 2J 4 5 
3. Organizing for Individualizing 
the Reading Program 
4. Using Science Programs for In¬ 
dividualized Learning (AAAS, ESS, 
SCIS, etc.) 
5. Teaching and Learning About 
Oceanography in the Elementary 
School 
6. Developing Mathematics Concepts 
and Skills 
7. Managing the Open Classroom 
8. Using New Mathematics Materials 
9. Exploring New Social Studies 
Programs for Elementary Children 
10. Developing Map and Globe Skills 
11. Creating an Experience Based 
Language Program 
12. Developing New Approaches to 
Creative Writing 
13. Developing Listening Skills 
14. Helping Children to Speak 
Effectively 
Suggested Workshop 
Topics 
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Priority 
Hi Lo 
1.234s 
15. Diagnosing Individual Needs, 
Interests, and Learning Styles 
a. Reading 
b. Language 
c. Mathematics 
d. Science 
e. Social Studies 
f. Other (Please Identifyi 
16. Developing Perceptual Skills 
17. Developing Motor Skills 
18. Meeting the Emotional Needs 
of Children 
19. Techniques of Evaluation for 
Individualized Learning 
20. Developing and Using Written 
Evaluative Techniques 
21. Developing and Using Verbal and 
Non-Verbal Evaluative Techniques 
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Suggested Workshop Priority 
Topics Hi.Lo 
—1_2 3— 4 s 
22. Record Keeping for Individual¬ 
ized Instruction 
23. Dealing with Disciplinei 
New Perspectives and Approaches 
24. Understanding and Using Micro¬ 
teaching 
25, Using Performance Criteria* 
Observation, Competency, Account¬ 
ability 
26. Selecting and Using Auto-Instruc¬ 
tional Materials 
2?, Developing Multi-Media 
Instructional Sequences 
28. Using Instructional Media in 
Individualized Learning 
29. Selecting and Using Multi- 
Sensory Materials 
30. Using Cardboard Carpentry 
31. Creating and Using Role 
Playing Approaches 
32. Using Sociodrama and Psycho¬ 
drama 
Suggested Workshop Priority 
Topics Hi.Lo 
,1,2.34 S 
33. Using Synectics in Problem Solving 
_ 
3^. Using Tape Teaching for Individ¬ 
ualized Instruction 
35. Creating, Selecting, and Using 
Games in the Elementary School 
36, Exploring Encounter Techniques 
(T. Grouping, etc.) 
37. Understanding and Applying Team 
Teaching 
38. Designing and Implementing Large 
Group Instructional Techniques 
39. Designing and Implementing Small 
Group Instructional Techniques 
40. Developing Individualized Ap¬ 
proaches in the Structured 
Classroom 
41. Developing an Open Classroom and 
Open Corridor Setting 
42. Helping Children with Goal 
Clarification and Need Assessment 
43. Using Behavior Modification 
Techniques 
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Suggested Workshop Priority 
Topics Hi.Lo 
l- 2 3 4 <; 
44. Identifying Special Needs of 
the Inner City School 
45. Identifying Special Needs of 
the Suburban School 
46, Developing Techniques for 
Working with Bilingual Children 
47. Relating to Ghetto English 
48. Exploring the Implications of 
Piaget for Elementary Children 
49, Developing Parent-Teacher Con¬ 
ferences 
50. Dealing with Drug Education 
51. Exploring Sex Education Programs 
for the Elementary School 
52. Stimulating Creative Thinking 
53. Perceptual Problems in Reading 
(Dyslexia, etc.) 
54. The Nature of the Reading Process 
55. Developing Phonics Skills 
Suggested Workshop 
Topics 
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Priority 
56. Develop Mental-Perceptual 
Reading Programs 
Hi.Lo 
1.23.4 5 
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Sgs$i.pn B«_Two Hour Interaction Sessions 
The following topics have been suggested as subjects of two 
hour interaction sessions between experts in the field and 
participants? to be scheduled as part of the MAP Program. 
Hi.Lo 
I 2 3 4 5 
1. Fact and fiction related to 
differentiated staffing 
2. Using Bloom's Taxonomy for 
Meaningful Learning 
3. Writing Effective Behavioral 
Objectives 
4. Organizing curriculum for 
Value Clarification 
5. Organizing relevant learning 
as it relates toi 
Placet 
Ames 
Erickson . 
Other(please identify) 
6. Principals speak on local 
innovative schools 
7. Identifying the uses of 
Computer-Assisted Instruction 
8. Laymen representing various 
segments of the community pre¬ 
sent their educational positions 
9. What is the English Primary 
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Hi.Lo 
1— L 2 3 4 S 
10. Understanding the Free School 
Movement 
11. Identifying the role of the Aide 
and Paraprofessional 
12, Developing New Concepts of 
Discipline 
13. Examining Performance Contracting 
14. Organizing Vertical Grouping 
15. Looking at Sesame Street 
and Beyond 
16. Using Educational Testing Services 
for sensible educational programs 
17. Using Simulation Games 
18. Understanding the Pre-School 
Experience 
19. What's happening with Day Care 
Centers 
20. Examining the Voucher System for 
Schooling 
21. Recognizing the need for the 
Middle School 
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Hi.Lo 
22. Studying English as a Second 
Language 
-U 
_ 
23. Using Guidance Techniques in 
the Classroom 
24. Should I join the Union or/and 
the other organization 
25. Determining the value of field 
trips 
26. Setting up an Open-Classroom 
27. Evaluating Head-Start 
28. What do Supervisors do when 
they evaluate 
29. The Black Community Speaker 
on Education 
30. The Puerto Rican Community 
Speaker on Education 
31. Youth Speaker on Education 
32. Urban-Suburban School Partner¬ 
ships 
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SgQtioyi C»_Independent Study 
The items listed below have been suggested as possible ways of 
carrying out independent study as part of MAP. 
Suggested Types of Independent Study Priority 
Hi.Lo 
r- 1 2 3 4 s 
1. Researching Topics of Personal 
Interest 
2. Using your Own Classroom to 
Research 
3. Publishing - Reviews, Books, 
Materials, Children's Books 
4, Visiting a Wide Variety of 
Educational Settings 
5. Interviewing Key People In and 
Out of Education 
6. Attending Conferences 
7. Attending Professional Meetings 
8. Contributing to Local Professional 
Groups 
9, Reading Material Keyed to Personal 
Needs 
10, Participating in Tutorial Sessions 
11, Traveling With the Goal of 
Observing Particular Programs 
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Suggested Types of Independent Study Priority 
Hi.Lo 
1 2 3 4 5 
12. Conducting Workshops or 
Interaction Sessions 
13. Evaluating Educational Programs 
14. Developing New Programs 
15. Creating Multi-Media Materials 
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Sectiqn Ds-Clinical Experiences 
The items listed below have been suggested as possible types 
of clinical experiences in which MAP participants might take 
part to develop new attitudes, insights, and skills through 
practical activities. 
IV. CLINICAL EXPERIENCE Priori +v 
Hi.Lo 
--2.34S 
1. Participating in Micro-Teaching 
Laboratory 
2. Initiating Innovative Instructional 
Projects 
3. Creating or Revising Curriculum 
4, Gaining Skill in Interaction Anal¬ 
ysis Techniques 
5. Doing Case Studies 
6. Exchanging Positions with Other 
Participants Who are Teaching 
7. Directing Children's Learning— 
Problem Solving With Children 
8. Gaining New Kinds of Teaching 
Experiences 
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Part 2i Suggested Resource^ 
The MAP Program plans to utilize a wide variety of resource 
people, materials, and situations to provide the best pos¬ 
sible educational opportunities for participants. Your help 
will be appreciated in suggesting such resources which might 
be considered in program planning. Please respond as com¬ 
pletely as possible to each section contained below. Peel 
free to consult with others who may be in a position to make 
recommendations. 
jg.Plfipn Ai Suggested Resource Persons 
Please identify individuals whose expertise and/or experience 
can make a contribution to MAP through presentations, work¬ 
shops, or clinical experiences. 
NAME ADDRESS TOPIC OR AREA 
OF EXPERTISE 
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S&S.l4gn B» Suggested Materials 
Please identify specific materials, systems, etc. (both com¬ 
mercial and teacher-made) which may be of interest to MAP 
participants. Special emphasis should be placed on materials 
for individualized learning. 
TITLE or NAME PUBLISHER LEVEL 
Section C» Suggested Places to Visit 
Please list any schools which you feel have developed inter¬ 
esting or innovative programs that may be of interest to MAP 
participants, 
SCHOOL ADDRESS NATURE OF PROGRAM 
Thank you for your assistance, 
questionnaire to» MAP Program, 
Fones Hall. 
Please return this completed 
Elementary Ed. Department, 
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College of Education Fall 1971 
University of Bridgeport Timet 7»30 
Map Workshop and Interaction 
Session Schedule 
Date.__ 
1. 10/6 
2. 10/13 
3. 10/20 
4. 10/27 
5. 11/3 
6. 11/10 
7. 11/17 
8. 11/30(Tues.) 
9. 12/8 
10. 12/15 
11. 1/5 
12. 1/19 
13. 1/26 
- - _Topic____ 
Orientation to Map; Introduction to Self- 
Assessment 
Self Assessment Techniques for Teachers. 
Defining Professional Competencies (Indi¬ 
vidualized meetings with Advisors) 
Teachers Talk About Assessment 
Multi-Age Grouping (IA) in the Elementary 
School 
Film Festival on Individualized Math 
Symposium on the Open Classroom 
Reading Diagnosis for Individualized 
Teaching and Learning 
Creativity and the Elementary School 
Techniques for Individualized Reading 
Behavior Modificationt Implications for 
Elementary Education 
Field Trip* Danbury, Conn. - A Look at 
an Open Corridor School 
Conversation at the Midpoint! (Looking 
Ahead to the Spring Semester) 
Note* Unless otherwise noted, all meetings will take place 
at 7t30 P.M. in South Hall, University of Bridgeport 
campus. For reservations please call 384-0711, 
Ext. 767, 768 or 769. 
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UNIVERSITY OF BRIDGEPORT 
Department of Elementary Education 
Multiple Alternative Program (MAP) 
CALENDAR OF WORKSHOPS AND INTERACTION SESSIONS* 
SPRING, 1972 
♦Unless otherwise noted, all activities will take place at 
the MAP Center, South Hall, Lafayette Street, 
Bridgeport Campus. For further information, call 3U*+-o/li» 
Ext. 340, 767, 768, 769. 
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INTERACTION SESSIONS 
1. Wednesday, February 16 (7130 - 9»30 P.M.) 
Discovery vs. Inquiry 
Dr. E. Wesley Menzel will examine and compare discovery 
and inquiry methods of learning in the elementary school, 
2, Wednesday, March 1 (7*30 - 9*30 P.M.) 
Individualized Readingi The CIRP Approach 
Mr. Joseph Lipp, Director of the Cooperative Individual¬ 
ized Reading Project (CIRP) will explain and discuss the 
project using CIRP materials, films, and video tapes. 
CIRP is based in Westport, Connecticut, although several 
school systems throughout Connecticut are involved in the 
project. 
3. Wednesday, April 5 (7*30 - 8»00 P.M.) 
MAP Evaluation Session 
Mr. Joseph Keilty will conduct post-tests as part of the 
formal evaluative procedure for MAP. All MAP participants 
are requested to attend. 
Wednesday, April 5 (8*00 - 9*30 P.M.) 
A Curriculum of Affect 
4. 
Mr. Joseph Keilty and a group of innovators in humanistic 
education will explore the affective domain and its place 
in the open education curriculum. 
Thursday, April 13 (7*30 - 9*30 P.M.) 
English Educators Look at the English Primary 
Hiss Wendy Casson, Advisor for Primary Education to the 
Jounty of Hampshire, England, and Mr. Eric Hake, Primary 
Advisor to the County of Hartfordshire, England, will 
iiscuss the English Primary with Mr. Edmund Barberi, 
Assistant Principal in Stamford, Connecticut. Mr. ^arberi 
las visited a number of English schools and has worked 
in the area of open education locally. 
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5. Wednesday, April 26 (7»30 - 9»30 P.M.) 
Parents and Teachers Work Together in the Open Classroom 
Dr. E. Wesley Menzel will organize a discussion with 
parents who work in open classrooms - their roles, how 
effective they see them, and their dissatisfactions. 
Included will be teachers in open education. 
6. Wednesday, May 1? (7*30 - 9*30 P.M.) 
Assessing Children's Reading Interests 
Dr. Joseph Johnson, Reading Coordinator for the Greenwich 
Public Schools will offer techniques for identifying 
children's reading interests and using this information 
to personalize reading through the use of trade books. 
7. Wednesday, May 24 (7*30 - 9*30 P.M.) 
Dr. John W, Kelly will discuss the best methods of re¬ 
porting pupil progress to parents. What information you 
should report and how. What information to seek from 
parents. How to conduct a parent teacher conference 
without confortation. 
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HANDS-ON WORKSHOPS 
1. Tuesdays, March 7, 14 and 21i April 4, 11. 18. 
(7*30 - 9»30 P.M.) 
Open Education! Conceptualization; Design; and Manage- 
ment of Alternative Approaches  
Dr, Robert D, Kranyik and selected resource persons will 
explore various concepts of open education, organization¬ 
al plans, management techniques, staff roles, and curri¬ 
culum materials which may be used in the open education 
approach. Emphasis will also be placed on change strat¬ 
egies involving teachers and principals in the develop¬ 
ment of open education. 
2. Thursdays, March 9, 16 and 23. (7*30 - 10*00 P.M.) 
£g.t:£.Jake It 
Dr. John W. Kelly will conduct this workshop in which 
some basic materials, tools and "know how" will be at 
your disposal. You are requested to bring whatever ex¬ 
otic materials you might need, some good ideas, and just 
a little creativity. 
3. Thursdays, April 20, May 18. (7*30 - 9*30 P.M.) 
Science and Math 
Mr. Joseph W. Keilty and Dr. E. Wesley Menzel will con¬ 
duct this extended workshop, which has as its purpose, 
an in-depth study of the disciplines of mathematics and 
science as they relate to teaching and the learning of 
concepts and skills. Diagnosis, prescription, and indi¬ 
vidualization of learning will be stressed. Workshop 
experiences will involve you with* materials, creative 
group processes in conceptualization, and preparing acti¬ 
vities to be used in your classroom for individualizing 
science and mathematics. 
4. Wednesdays, May 3 and 10. (7*30 - 10*00 P.M.) 
Creative and Maybe Not So Creative Materials in Language 
A£ts-—-—--- 
Dr. John W. Kelly will conduct this workshop which will 
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be devoted to the construction of materials for the 
instruction of all Language Arts areas. Please bring 
your own specific materials, i.e.j own pictures to be 
laminated for creative writing. We will attempt to 
support, enrich, and develop your ideas in order to 
make your materials outstanding teaching tools. 
CALENDAR 
TUESDAYS 
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OF WORKSHOPS AND INTERACTION SESSIONS 
WEDNESDAYS THURSDAYS 
15 1 Feb. 16 - Dr. E. W. Menzel 1 
Discovery vs. Inquiry 
Feb. 17 
22 Feb. 23 Feb. 24 
29 1 
1 
Mar. 1 - Mr. Joseph Lipp 
Indiv. Reading - CIRP 
Mar. 2 
7- Dr,Robert Krar 
Open ^ 
lyik Mar. 8 Mar. 9-Dr. John 
Let's Make It . 
W.Kelly 
i 14 Education Mar. 15 | Mar. 16 
21 * . Mar. 22 Mar. 23 , r 
28 VACATION Mar. 29 VACATION Mar. 30 VACATION 
4 - Dr. R. Krany 
Open 
i 
ik 
w 
Apr. 5 - Mr. Joseph Keilty 
Affective Domain 
Evaluation - All Attend 
Apr. 6 
i 11 Education Apr. 12 Apr. 13 - British Primary 
Two English Speakers 
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% t 
Apr. 19 Apr. 20 - Mr. Keilty & 
Dr. Menzel 
Math-Science * V 
25 Apr. 26 - Dr. Menzel 
Parents & Teachers Work 
Together 
Apr. 27 Understanding 
2 May 3 - Dr. J. Kelly 
Language Arts ^ 
May 4 Disciplines in 
9 | May 10 if 1 May 11 the 
_ 
16 May 17 - Dr. J. Johnson 
Assessing Children's 
1 Reading 
May 18 Open Classroom 
f 
23 1 May 24 - Dr. John Kelly j Reporting to Parents 
j May 25 


